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ABSTRACT

For the purposes of this thesis, feminism has been viewed as both

a set of social theories which identify, describe and account for the

contradictions experienced by women in their evervdayv lives and the
soclial movement which has developed and emploved these theories to
assist in generating political strategies aimed at redressing social
inequalities and injustices recognised as based, whollv or in part. on
gender. Since the late 1960s. many New Zealand educators have been
influenced bv feminism. Although feminist social scientists have
given some attention to the origins of post-war feminism., there has
been little attention given by scholars to describing and explaining
how individual women came to adopt a feminist analyvsis of the soc{al
world. This thesis is a sociological analysis of the lives of twelve
feminist educators, born in New Zealand in the vears immediately
following World War Two. The method wused in this is life-nhistory
analysis. which focusses on 'biography, history and social structure.’
It is argued that these New Zealand women, who attended school in the
post-war years., and who have, as adults, become both educators and
feminists, experienced in their lives contradictions and a sense of
‘marginality’, which generated in them visions of both the
desirability and the possibility of change in their own lives and in
the lives of women in general. During their schooling, they
experienced contradictions between their upbringing to be
professionallv-autonomous ‘intellectuals’ and the expectations of them
as women to be subordinately ‘feminine.’ They also experienced
contradictory expectations with respect to their sexual morality:
while the dominant ideology of family and school emphasised pre-
marital virginitv. the permissive anarchy of the ’'sexual revolution’
stressed fresdom of sexual expression. These women believed that
education could provide a wvision of the desirability and the
possibilitv of change in their own lives and in those of their
students. As feminist educators within institutions., these women
experienced a 'double marginality': as women. thev were marginal in
attaining senior positions within professional hierarchies and as

feminists thev were members of a small and dissenting minority.



ACKNOWLEDGEMENTS

I would like to express my appreciation to the following people

for their help. support and encouragement during the researching and
writing of this thesis.

The late Professor Peter Frevberg of the Education Department at
the University of Waikato, myv Chief Supervisor. without whose
confidence in me and support in the initial stages of my academic
career this thesis may not have been attempted. Professor Freyberg
of fered helpful criticisms of the earlv drafts. He continued his

interest in the project throughout his long and painful illness.

Professor David Bettison of the Sociology Department of ihe
University of Waikato. who supervised the later drafts of the thesis.
His detailed and careful criticisms helped me to clarify my
understanding of sociological concepts and to express my ideas mcre

clearly.

The twelve women who allowed me to interview them for this study
and who shared with me the most personal dimensions of their lives. 1
wish to thank them for trusting me. This thesis is our collective

product.

Those friends and colleagues who read and commented on various
drafts of the thesis. Professor Ann Hill-Beutf of Cedar Crest College.
Allentown, Pennsylvania, U.S.A. read the first draft while resident at
Waikato as a Fulbright Scholar in women’'s studies. Her knowledge of
feminist theory and practice was of great value. Drs Royv Nash and
John Codd of the Education Department at Masseyv University offered
constructive comments on the overall research design and read

substantial portions of later drafts.

Dr Charles Sedgwick and Rosemary Novitz of the Sociology
Department at Canterbury University shared their knowledg= of. and
experiences with. using the life-history method: these discussions

were very helpful in the planning stages of the research.



111

A number of people commented on various conference papers and

Journal articles which were later to form +the basis for some of the

chapters in this thesis. I would like to thank all of them. 1In
particular: Dr Richard Bates, Deakin University. Australia: Dr
Richard Harker. Masseyv University; Dr  John Knight, University of

Queensland: Logan Moss and Dr Peter Ramsay of the University of
Waikato: Sandra Tavlor. Brisbane College of Advanced Education: Lvn
Yates, La Trobe University, Melbourne: the New Zealand Cultural

Studies Working Group at Massey University.

The Members of the ’'doctoral thesis neurosis support group’ formed
by education and sociology staff at the University of Waikato: Pat
Day, Mike Goldsmith, Logan Moss and David Swain. Our regular meetings
helped to minimise 'the loneliness of the long-distance theéis

writer.’

My collegues in the Department of Education at the University of
Waikato for taking the pressure off me at times and for showing me

that there may indeed be 'life after thesis.’

My friends. who have put up with my 'highs and lows’' and who have
also been a source of intellectual stimulation and criticism. In
addition to those already listed, I would 1like to thank Kate Abel.
Philida Bunkle, Helen Cook. Mary Jane Greene. Pat Maclntosh, Alison
Jones, Svd Melbourne. Jan Melbourne. Rose Pere, Joc Phillips and Jane

Ritchie.

Dr David Mitchell. acting HOD of the Education Department at

Waikato for assuming the role of Administrative Supervisor.

My long-suffering students. whose experiences and ideas have
stimulated my thinking. In particular I would like to thank the 1984
graduate class on 'feminist theory and research’ and the various
groups taught over the vears in the undergraduate papers on 'women and

education’ and ‘teaching in multicultural settings.’

Margaret Comer, Janet Bowen and Annette Dibley of the I.J.K. Block

Work Centre at the University of Waikato for their patient and careful



1V

attention to my untidy manuscripts on the word processor. And my

undyving gratitude to whoever invented the word processor' Val Lazenby

and Norma McKay for transcribing the tapes.

My husband. George. who has given me the strength and confidence

to undertake this thesis and to pursue an academic career. Without

his continual support I would have given up both - many times.

I would like to thank my daughter, Kate. aged eight at the time of
writing this. The four yvears this thesis has been in preparation have

been half her life-time to date. I dedicate this thesis to Kate and

her friends.



\/

TABLE OF CONTENTS

Page
ABSTRACT i
ACKNOWLEDGEMENTS i
CONTENTS %
CHAPTER ONE: INTRODUCTION 1

PART ONE: FEMINISM AND SCHOOLING FOR GIRLS IN POST-WAR NEW ZEALAND

CHAPTER TWO: FEMINIST THEORY: A LITERATURE REVIEW 21-
LIBERAL FEMINISM 23
RADICAL PERSPECTIVES: 27
1. Classical Marxism 27
11. The Marxist-Feminist Debate 28
iii. Radical Feminism and the
Experience of Oppression 33
iv. Socialist Feminist Per-
spectives on the Post-VWar
Woman 36

CHAPTER THREE: THE OFFICIAL IDEOLOCY OF GIRLS' EDUCATION

IN POST-WAR NEW ZEALAND 44
THEORETICAL ORIENTATION: FOUCAULT AND
SEXUALITY 45
NEW ZEALAND WOMEN, THE WAR AND VIEWS OF
THE POST-WAR RECONSTRUCTION 48
i. Women's Work 48
ii. The 'Population Problem’ 51
iii Sexual Morality 52
iv. Preparation For The Boys'
Return 55
V. Summary 57

THE 'OFFICIAL IDEOLOGY' OF THE POST-WAR
WOMAN'S EDUCATION

i. The Concept of Ideology 58
Ii. The Thomas Report and its

Aftermath 60
iii. Juvenile Delinquency and Sex

Education 68
Iv. The Teacher Shortage and Its

Implications For Girls’

Education 71

SUMMARY 78



CHAPTER FOUR:

vi

PERSPECTIVES IN THE SOCIOLOGY OF WOMEN'S

EDUCATION
LIBERAL FEMINISM AND THE NORMATIVE

PARADIGM

RADICAL PERSPECTIVES:

i.

ii.

SUMMARY

CHAPTER FIVE:

Radical Feminism and the
Interpretive Paradigm

Socialist Feminist Perspec-

tives on Education and
schooling

SOCIOLOGICAL RESEARCH AND THE EDUCATION
OF THE POST-WAR WOMAN:

PERSPECTIVE
SOCIAL STRATIFICATION AND SCHOOLING

i.

ii.

iii.

iv.
V.

Studies of Father's Occu-
pation and Schooling: A
Critique

Women's Socio-economic
Status

Rural Pupils

Maori Pupils

Summary

NEW ZEALAND WOMEN'S EXPERIENCES OF
SCHOOLING

SUMMARY

CHAPTER SIX:

THE FEMINIST MOVEMENT IN POST-WAR NEW

ZEALAND AND ITS IMPACT ON EDUCATION
LIBERAL FEMINISM AND ITS IMPACT ON
EDUCATION
RADICAL PERSPECTIVES

1.

ii.

ii1l.

SUMMARY

PART TWO:

FEMINIST EDUCATORS:

Radical Feminist Perspec-
tives

The Anti-racist Movement
Marxism and Socialist
Feminism

A CASE STUDY APPROACH

CHAPTER SEVEN:  METHOD:

THE ANALYSIS AND INTERPRETATION

OF LIFE HISTORIES

SELECTING A GROUP OF NEW ZEALAND POST-
WAR FEMINIST EDUCATORS

THE GATHERING AND INTERPRETATION OF
LIFE-HISTORY DATA

i.

Some Guidelines From the
Literature

A NEW ZEALAND

80

81
85

85

87
95

98
101
101
108
109
113
119
119
126
128

130
137

137
144
147

151

154

155

158

160

160



CHAPTER EIGHT:

CHAPTER NINE:

CHAPTER TEN:

CHAPTER ELEVEN:

vii

ii. Structuring the Interviews:
A Case Study in Collabor-
ative theory Building
RESEARCH AS CONSCIOUSNESS-RAISING: A
CASE STUDY
THE LIFE-HISTORY CHAPTERS: AN
OUTLINE

"SETTING' THE SCENE: FAMILY REPRODUCTIVE

STRATEGIES, FEMALE SEXUALITY AND SCHOOL
CULTURES
PARENTS' OCCUPATIONS AND EDUCATIONAL
BACKGROUNDS: AN OVERVIEW
CULTURAL REPRODUCTION IN THE FAMILY:
THE CASE OF SHARON, A 'COMMERCIAL GIRL'
THE PRACTICE OF "SETTING' AND SCHOOL
SUBCULTURES

i. Guidelines From the Litera-
ture
ii. Margaret: An 'Academic Girl’

ilil Tahuri and Geraldine: Two
Academic Deviants'’
SUMMARY

THE EXPERIENCE OF MARGINALITY
CASE STUDIES:

i. Barbara: Social Class
ii. Pauline: Rural-urban Margin-
ality

iii. Hine: A Maori Working-class
Girl in a Top Stream
iv. Mar jorie: Becoming a New
Zealander
SUMMARY

SCHOOLING, RESISTANCE AND POLITICAL
AWARENESS
SCHOOL RESISTANCE: THEMES FROM THE

LITERATURE
CASE STUDIES:
i. Tahuri: Racism
ii. Colleen: a School 'Drop-out’

iii. Janet: Class Consciousness
SUMMARY

SEXUALITY: CONTRADICTIONS AND STRATEGIES
THE SOCIAL CONSTRUCTION OF FEMALE
SEXUALITY IN THE FAMILY AND SCHOOL
1. Menstruation
ii. Virginity and Perceived Neg-
ative Consequences of Overt
Heterosexuality

167

173

180

183

185

187

194

194
197

201
204

205
208
208
213
218
224
230
232
233
235
240
249
257
258
260
260

266



viii

SEXUAL CONTRADICTIONS AND STRATEGIES:
CASE STUDIES

i. Sexual Strategies: An Over-
view
ii. Lesbianism
iii. Non-Marital Heterosexuality
iv. Promiscuity
V. Marriage
vi. Political Celibacy
SUMMARY

CHAPTER TWELVE: FEMINISTS IN EDUCATION: PERSPECTIVES AND
STRATEGIES
EDUCATIONAL STRATEGIES: AN OVERVIEW
CASE STUDIES

i. A Liberal Feminist Strategy

ii. A Bi-Cultural Perspective

iii. Radical Feminism and Margin-

ality

iv. A Socialist Feminist

V. A White Woman Against Racism

vi. A Marxist Feminist's Pedagogy
SUMMARY

CHAPTER THIRTEEN: FEMINIST EDUCATORS IN A UNIVERSITY
SETTING: A CASE STUDY
WOMEN'S STUDIES AS A FIELD OF ACADEMIC
STUDY

COLLECTION AND INTEGRATED KNOWLEDGE CODES:

THE MARGINALITY OF ACADEMIC WOMEN'S
STUDIES
FEMINIST TEACHING IN WOMEN'S STUDIES:
A CURRICULUM THEORY APPROACH
DISCUSSION

CHAPTER FOURTEEN: CONCLUSION

BIBLIOGRAPHY

273

273
277
282
286
289
291
294

297
298
302
302
307

310
313
318
322
327
330

332

334

343
354

357

380



CHAPTER ONE

INTRODUCTION



For the purposes of this thesis, feminism will be defined as both
a set of social theories which identify, describe and account for the
contradictions experienced by women in their everyday lives and the
social movement which has developed and employed these theories to
assist in generating political strategies to redress social
inequalities and injustices recognised as based wholly or in part on
gender. Since the late 1960s, feminism has re-emerged as a mass
social movement and has influenced government educational policies in
many countries, as well as stimulating critiques in a number of the
academic disciplines, including the sociology of education. Although
feminist scholars have given some attention to the origins of
feminism, there has been little effort on the part of social
sclentists to describe and explain how individual women become
feminists, or how they come to identify, interpret and analyse the

contradictions in their everyday lives in a feminist way.

Some existing studies of feminism have focussed on the history of
the movement (Banks, 1981; Bunkle, 1979-80; Freeman, 1973), while
others have adopted a Marxist perspective in order to try and explain
why it was that the socio-economic conditions of the post-war era were
generative of the resurgence of feminism as a mass social movement
(Bartky, 1977; Bland et al, 1979b; Eisenstein, 1981, 1982:
Mitchell, 1973). In describing and explaining the origins of
contemporary feminism, academic feminist researchers have studied the
socio-historical context of the movement and have neglected to analyse
the experiences of individual women. The feminist and sociological
literatures lack studies of the lives of feminists, of how individual
women articulate the events and ideas which influenced their thinking
about themselves as women, how and why they came to adopt a feminist
analysis of the social world, and how their feminism has influenced

their lives.

Feminism has been particularly influential in education. A large
literature has been generated within the academic subject of
educational studies (e.g. Byrne, 1978; Deem, 1978, 1980; Frazier and
Sadker, 1973; MacDonald, 1980a, 1980b; Spender and Sarah, 1980;
Spender, 1983). Women's studies courses have proliferated in

universities and in the wider community (Bowles and Klein, 1983;



Keohane, 1982; Spender, 1978; Tobias, 1978). Government policies on
sexual equality have been formulated and implemented in a number of
countries. Here in New Zealand, feminist teachers’' groups have been
formed in several cities. Educational researchers have, however,
neglected to study feminist educators, how they account for their

feminism or how it has influenced their practice.

This gap in the literature is, perhaps, understandable when one
examines the current preoccupations of sociologists of education, who
have become increasingly concerned with the school as a site of social
and cultural reproduction. Rejecting the liberal view that schools
are agents of social mobility and human emancipation, many writers in
the 'new ' sociology of education (Bates, 1978) have concentrated on
the analysis of how schooling constructs and reproduces the class and
gender inequalities and ideologies of the wider society. In this they
have failed to account for the emergence of radicals (including
sociologists) in educational settings. Sociologists have neglected to

study radical teachers.

This thesis offers a sociological analysis of the life-histories
of twelve feminist educators, all born and educated in post-war New
Zealand. The directions of inquiry in the interviews were how do
feminist educators account for their radicalisation, and how does
their feminism influence their practice? The method used is life-
history analysis, which focuses on what Mills and others have referred
to as "biography, history and social structure" (Mills, 1959; Laing,
1971; Plummer, 1983). The women interviewed were asked to describe
their socialisation 1in the family, their schooling and higher
education, career paths, personal (including sexual) relationships
with ’'significant others’ and involvement with feminism and other
types of radical politics. The life-history approach has been
curiously neglected in the sociology of education, few researchers
having asked people to describe and evaluate their own schooling or
the process of their politicisation. The life-history method enables
the researcher to analyse both the lives of individuals and the
social context of their experience, relating "the personal troubles of

milieu and the public issues of social structure” (Mills, 1959, 14).



In this the method assists in resolving some of the tensions which
have characterised theoretical debates in sociology and, more
specifically, the sociology of education (Bates, 1978; Douglas, 1970;
Filmer, 1972; Flude and Ahier, 1977; Giroux, 1982; Young, 1971b).
While functionalists and structuralist Marxists have been accused of
reducing the individual to a passively socialised bearer of roles,
norms, discourses, or ideologies (Giroux, 1982; Willis, 1977), the
phenomenological assumptions of interpretive sociologists have been
seen as exaggerating the powers of social actors to construct meanings
so that the power relations of the wider society and the limitations
these impose on personal choice are under-emphasised (Sharp and Green,
1975). A life-history method allows the researcher to concentrate on
both social structure and individual agency (Laing, 1967; Mills,
1959; Plummer, 1983). People are seen, not as mere victims of their
conditioning, but as creative strategists who devise means of dealing

with, or resolving, contradictions.

A life-history approach to the study of the radicalisation of
feminist educators in post-war New Zealand requires of the sociologist
an analysis of the lives of individuals and of the dominant beliefs
about, and choices available to, women at the particular time and
place. In order to understand the contradictions experienced by women
and girls in the post-war period, some knowledge of women's work

during the war and the post-war years is necessary.

During the war women had assumed responsibilities in public life
which hitherto had been male preserves. They had served in non-combat
duties in the armed forces overseas and here in New Zealand had worked
in jobs normally done by men. These changes necessitated a re-evalua-
tion of women’'s capacities for physical labour (N.Z. Army, 1943b;
Seward, 1944). However, after the war most of the married women who
had been doing ‘'men’s jobs' left the paid work-force in favour of
domestic duties (Friedan, 1963; Olssen and Levesque, 1978; Reekie,
1983). Their children were given access to free secondary education,
an opportunity which had previously been open only to those who could
afford it. The government’'s prescription for post-war education was
both liberal and meritocratic: schools would produce adults able to

take their place in a liberal democracy as "workers, neighbours,



homemakers and citizens" (Department  of Education, 1942, 1959

edition). The only limit to aspirations was ‘ability’. Although all

children were to receive a broad, general liberal education, girls

were to receive in addition compulsory training in domesticity as
preparation for their anticipated future role as homemakers.
Sexuality was dealt with as a science topic (the 'facts of
reproduction’) and defined as belonging only within the ’'sanctity of
marriage’ (Department of Education, 1959 edition; Department of
Health, 1955); sexual experimentation outside of this was viewed as a
sign of ’'delinquency’, a ’'social disease’ which social engineering
could prevent (Department of Education, 1962). The post-war woman,
then, was to experience in her schooling a set of cultural practices
which were based on the assumptions of both a liberal ideology ! of
equality of opportunity and, at the same time, an ideology of domestic
‘femininity’' - women’'s true role economically was as biological and
social reproducer of the work force (N.Z. Army. 1943a, 1943b); the
patriarchal nuclear family (with the husband as breadwinner) was seen
as essential to the maintenance of social cohesion and public morality
(Department of Education, 1942, 1959 edition; 1962; Department of
Health, 1955). Schooling was to reproduce both these ideologies.

During the 1950s and 1960s, girls in ‘academic’' streams were
strongly pressured to take up school teaching as a career, an option
which had long been seen as compatible with women’'s role as
socialisers of children. The post-war baby boom and the expansion of
the availability of secondary and higher education meant that there
was a severe shortage of teachers. During the 1960s there was a
concerted campaign on the part of the government to recruit "one sixth
form girl school leaver in two" to programmes of teacher training
(Department of Education, 1962, 585). At the same time, married
women teachers were called back into service; at a time of 'national
emergency’ the 'reserve army’ (Marx, 1867, 1976 edition) of women's
labour was again seen as necessary by the government. The expressed
needs of government in the area of 'manpower planning’ (Foucault,
1980a) brought about changes in beliefs about women’'s work: as in
war-time it became more acceptable for married women to engage in paid

work outside the home (Bland et al, 1979b). However, their work was

1. The term 'ideology’ will be discussed in Chapter Three.



regarded as disposable when not 'needed’, their careers not to be

taken as seriously as those of men; it has, for example, been argued

that teaching for women was merely a "short adventure between school

and marriage"” (Watson, 1966, 159).

The daughters of the post-war baby boom, then, were exposed to
contradictory sets of expectations. This was particularly accentuated
for girls in academic streams. Although the rhetoric of liberalism?
and 'meritocracy ? promised them equality of educational and
vocational opportunity, limited only on grounds of ‘'merit,’ they were
socialised as women to choose only those occupations (such as
teaching, nursing and secretarial work) seen as 'feminine’' (MacDonald,
1980a). Although both men and women were expected to marry and raise
children, men were expected to have both family and career, while
women were expected to choose one or the other, or, if they continued
to teach, their careers would be subordinate to those of their
husbands. While the 1ideology of liberalism wvalued intellectual,
professional and emotional autonomy, that of 'femininity’ portrayed
women and girls as financially and emotionally dependent on men.

Liberalism and 'femininity’' were, in a sense, contradictory.

A further contradiction became evident in the post-war years in
conflicting attitudes towards female sexuality. Women were taught
that they must endeavour to make themselves attractive to men, but
must not ‘give in’ to men’'s sexual advances (Beaglehole, 1943;
Department of Health, 1955; Hubert, 1943). Those who trained for the
professions were expected to delay sexual activity? until marriage,
yet those who married while training to be teachers lost their

studentship. During the late 1960s the revolution in contraceptive

2. Discussed in Chapter Two.
3. Discussed in chapter Four

4. The term 'sexual activity' is problematic and somewhat'ambiggous.
In this thesis it will be wused in the sense of being a "'non-
virgin'. See Diorio (1984).



technology (the 'pill’) made it more possible than ever before for
young women to have heterosexual relationships and to avoid unwanted
pregnancies. While the official ideology (Department of Education,
1942, 1959 edition; Department of Health, 1955) was that sex outside
marriage was either ‘sinful’ or 'delinquent’, the rhetoric of the
"sexual revolution’ widespread in wuniversity settings of the early
1970s (Firestone, 1979; Ingham, 1982; Mitchell 1973) accused virgins

of prudery or having psychological ’'hangups’.

There were, then, contradictions both between the ideologies of
femininity and liberalism and between different attitudes towards
female sexual morality. Feminism is a set of theories and political

practices which address these contradictions and the different types

of ’'feminisms’ (liberal, Marxist, radical feminist and socialist)
(Banks, 1981; Bunkle, 1979-80; Eisenstein, 1981; Jaggar, 1977;
Jaggar and Struhl, 1978; Sayers, 1982) may usefully be seen as

different strategies for resolving them at both personal and public
levels. Liberal feminists (e.g. Friedan, 1963) seek equal
representation with men throughout the hierarchies of capitalist
society, e.g. in management, in the skilled trades, in political
office, and a sharing of domestic tasks between husband and wife: the
object of liberal feminists is to bring about equality within the
present social order for both sexes. Radical feminists (e.g.
Firestone, 1979; Rich, 1976, 1977; Spender, 1983) challenge present
social constructions of female sexuality, viewing these as
constructions of a male-dominated (patriarchal) culture. Through
sharing experience with other women in 'consciousness-raising’,
radical feminists hope to understand their oppression and work towards
constructing a female reality. Radical feminist strategies are, to
varying extents, separatist. Socialist feminists (e.g. Barrett, 1980;
Eisenstein, 1981, 1982; Mitchell, 1973; Rowbotham, 1973) draw on
Marxist theory and view the social relations of class and gender as
being, at least partly, determined by people’s relations to the modes
of production and (biological and social) reproduction in a particular

Socialist feminists have analysed women's roles 1in

society.
with men of the

productive and reproductive labour and, together

"left’, work towards the overthrow of the capitalist system.

political
both sexes, although the nature of this

This is seen as oppressive to



oppression is seen as different for men and women. This thesis
analyses the lives of New Zealand women who espouse each of these
positions. Each woman describes the influences and events in her life
which led her to adopt her theoretical position on the social world in

general and, more specifically, her educational theory and practice as

a feminist teacher.

Although research on this process of becoming a feminist is scant,
there have been a few analyses of the emergence of feminism in the
post-war years which suggest that the post-war resurgence of feminism
(including 'academic feminism’ or women’'s studies) as a social
movement has been inspired by women's recognition of the
contradictions in their lives and their apprehension of the
possibility of change (Bartky, 1977; Bland et al. 1979b; Mitchell,
1973). Writers such as Freeman (1973), Mitchell (1973) and Firestone

(1979) have shown that the ’'second wave' of feminism was stimulated
largely by educated, middle-class women. However, apart from some
recent feminist fiction (Alther, 1976; Piercy, 1983) there has been
little analysis of the precise nature of the contradictions
experienced by such women in their everyday lives (Ingham, 1982).
This thesis explores the contradictions experienced by 'educated’
women of the post-war era and their feminist analyses of these.
Education, at a time of ‘full employment’ offered women the
possibility of financial independence from men as well as the chance
to enter a profession, to achieve status in their own right. For many
women, pursuit of higher education also meant moving away from home.
The resulting physical freedom offered them the chance to explore new
political philosophies and to experiment with sexual lifestyles which
were different from those of their parents (Firestone, 1979; Ingham,

1982; Mitchell, 1973). Education offered many women a vision of the
possibility and the desirability of change.

The life-history technique has been described as being

"particularly suited to discovering the confusions, ambiguities and
contradictions that are played in everyday experiences” (Plummer,
1983, 68). In this study of the contradictions in the experiences of
New Zealand women who have become both educators and feminists, four
ma jor inter-related themes are explored: the process of becoming
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cationally ‘successful’', experiences associated with female

sexuality, the process of becoming radicalised politically, and the
implications of feminism for educational practice. At some time in
their lives, all twelve of the women had experienced contradictions
between their sexual and intellectual/professional lives and between
the dominant ideology of feminine domesticity and the permissive
attitudes of the ’'sexual revolution.’ The women's feminism is seen
both as a response to, and a strategy for dealing with, these
experienced contradictions in their personal and political lives. The
life-histories are presented thematically, moving from the school
years, through early adulthood to the time at which the interviews
took place (1981-4) when the women were in their thirties. 1In the
remainder of this chapter I shall outline the major themes which will
be analysed in the life-history chapters of this thesis: the nature
of the contradictions experienced by ‘academic’ post-war New Zealand
women during their school yvears. the process of coming to articulate
personal experiences of oppression, marginality or discrimination as
political or social issues, and how being a feminist influences

educational practice.

During the 1960s when these women were at secondary school. the
dominant method of organising pupils and knowledge in New Zealand
secondary schools was that of ’'setting’ (Department of Education,
1962; Harker, 1975; Sutch, 1966; Whitehead, 1974). Setting is that
method of streaming in which pupils are allocated to classes on the
basis of subject choice. The larger secondary schools (both single-
sex and co-educational) had ‘top’ streams of pupils taking 'academic’
(sometimes called 'professional’) courses, general streams, and
technical streams (commercial or homecraft for girls, agriculture or

shop-work for boys).

The issue of subject choice is, therefore, crucial in coming to a
sociological understanding of a pupil’s schooling. Subject choices
are strongly influenced by family aspirations and expectations. A
number of sociologists have studied what they have termed the
‘'reproductive strategies’ of class-located patriarchal families
(Bourdieu and Boltanski, 1971; Hodges, 1979; Nash, 1985; Tilly,
1979). Within the family, children acquire the set of linguistic
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competencies, tastes, habits of mind and dispositions of their
parents’ class/cultural group, what Bourdieu (1971a, 1971b, 1976) has
called the 'habitus’. Whereas the children of a landed aristocracy or
wealthy parents may inherit property or capital, the children of
professional and other middle-class families may 'inherit’ ‘cultural
capital’ - that particular 'habitus’ which 1is characteristic of the
ruling or professional classes and which is validated in the academic

streams of schools (Bourdieu. 1971a, 1971b, 1976):

"Those whose ‘culture’ (in the ethnologists’' sense) is
the academic culture conveyed by the school have a
system of categories of perception, language, thought
and appreciation that sets them apart from those whose
only training has been through their work and their
social contacts with people of their own kind"
(Bourdieu, 1971b, 200).

In other words, while the children of working-class families and
ethnic minorities may find their cultures invalidated at school,
children of upper and middle-class families in general, according to
Bourdieu, find their culture legitimated. Their cultural capital,
through helping them win school credentials and to gain access to
professional occupations, is convertible to ‘real capital.’ According
to writers 1in this tradition of ‘cultural reproduction’ 1in the
sociology of education, parents endeavour to ensure the reproduction
of the family's social position through encouraging children to enter
occupations of similar, or higher status, to their own (Bourdieu and
Boltanski, 1971; Connell et al, 1982). In the case of girls, the
choice of, say, an 'academic’ or a 'commercial’ course may be also be,
at least partly, motivated by the family's marital strategies in that
girls’' careers may be seen as instrumental to their finding a

‘suitable’ professional or executive husband (Connell et al, 1982).

The concept of cultural capital 1is a particularly useful one in
analysing the educational life-histories of women who have been
successful within the formal education system. Many previous
sociological studies of school success, however, have been of a
statistical nature seeking to establish correlations between fathers’
occupation and children’s achievement (e.g. Elley and Irving, 1971;

Harker, 1975). Although there has, more recently, been some
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recognition in the New Zealand literature that mother’s occupation
could be important (Irving and Elley, 1977), there has been little
recognition in this country, even by feminists (Place, 1981) of the
importance of the mother's 'cultural capital’ to a child's aspirations
and school success. In ’'social stratification’ studies, many
‘educated’ women are classified alongside the less educated as
"housewives’ (Gray, 1981; Oakley, 1974). In studying the educational
success and career aspirations of women, the mother's experiences of,

and attitudes towards, education are especially important.

This is perhaps of particular importance in coming to understand
the experience of 'post-war babies’. Before the Second World War,
secondary schooling was available only to those who could afford it
(Department of Education, 1942, 1959 edition; McLaren, 1973; Sutch,
1966). Many children did not attend secondary school and, because
education was not seen as being as important for girls (Olssen and
Levesque, 1978; Tennant, 1977), many women did not have the
opportunity to extend their full intellectual capabilities. In
addition, many mothers of post-war babies had missed out on the chance
of secondary or higher education because of the Great Depression or
the War. Perception of their mothers’ lives as educationally or
vocationally frustrated, unhappy or unfulfilled helped to motivate
many post-war girls to make the most of their educational and
vocational opportunities (Alther, 1976; Friday, 1976; Ingham, 1982;
Mitchell, 1973; Piercy, 1983). Trying not to become like one's
mother was a major influence on many of these women's working and
sexual lives. They saw change in women’'s lives as desirable and
education as a means to make it possible (Ingham, 1982; Mitchell,

1973).

The women portrayed in this thesis had all taken either academic
or commercial courses at school. The literature suggests that
distinct, and differentially-valued, adolescent girls’ subcultures
were associated with academic and commercial streams (Findlay, 1976;
Frame, 1982). Within these subcultures, girls constructed ‘ideal
typifications’' (Becker, 1976; Berger and Luckmann, 1971; Keddie,

1971) of one another. Girls in lower streams, such as 'commercial’



12

and ‘'homecraft’' were perceived by many academic girls and some
teachers as both intellectually inferior to (Barrington and Gray,
1981;  Findlay, 1973; Frame, 1983; Taylor, 1984), and as more
sexually active than (Becker, 1976), academic girls. Although there
is little, if any, published research in New Zealand to support this
typification of lower stream girls as being more sexually active than
academic girls (Becker, 1976), it is important in illustrating how
some academic girls at this time perceived overt heterosexuality and
intellectuality as contradictory. There is, however, some supporting
evidence that 'commercial girls’' perceived themselves as being of
lower status in the school than their academic peers (Barrington and

Gray, 1981; Taylor, 1984).

As well as experiencing contradictions between their
intellectual/professional aspirations and their sexuality, young women
of the post-war era were also exposed to contradictory sets of
expectations regarding the expression of their sexuality. By the time
they reached university or teachers’ college, it is likely that most
young women had been exposed to the permissive ideas of the 'sexual
revolution’ (Alther, 1979; Firestone, 1979; Mitchell, 1973; Piercy,
1983). These ideas contradicted the ideology of virginity before
marriage which was dominant in school and other government sex
education policies (Department of Education, 1944, 1962; Department
of Health, 1955). The literature suggests that parental attitudes of
the 1950s and 1960s to their daughters’ sexuality was often
repressive, or 'Victorian' (Barrington and Gray, 1981; Foucault,
1980a; Olssen and Levesque, 1978; Thompson, 1971 edition). Sexual
matters were not discussed openly within families at the time
(Barrington and Gray, 1981; Frame, 1983). The decision to 'lose ones
virginity' outside of marriage could be stressful for young women,
precipitating a degree of alienation from their parents (Alther, 1879;

Barrington and Gray, 1981; Firestone, 1979; Ingham, 1982; Mitchell,
1973; Piercy, 1983).

This argument that educated women of the post-war era experienced

contradictions between their sexuality and their

intellectuality/professionality and between differen
important question for this study of

t constructions of

female sexuality raises an
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feminist educators. If the experiences of 'educated’' women of the
post-war era were so contradictory, why did they all not become
feminists? The existence of conducive social conditions is a
necessary, but not a sufficient, explanation of why some women
educators became feminists, while others did not. In this thesis it
will be argued that women who become feminists have had personal
experiences of ‘victimisation’ (Bartky, 1977) or ’'marginality’
(Bourdieu, 1971a), have had access to feminist ideas, perceived the
contradictions in their lives as social phenomena, and apprehended

both the desirability and possibility of change.

An example will illustrate the argument. A woman is living in an

unhappy marriage. Her husband works long hours, while she stays at

home to care for their preschool children. She becomes depressed,
develops headaches and insomnia. She consults a doctor, who
prescribes tranquillisers. Both her husband and the doctor express

concern at her inability to 'cope’ and describe her as 'neurotic’ and
"immature’. She accepts their definition of her condition. In other
words she deals with the tensions in her life by accepting them and
blaming herself for the stress she experiences. Let us imagine an
alternative scenario for the same woman. While out shopping, she is
attracted to a large crowd standing around a caravan from which an
evangelist is preaching. He addresses himself to "all you lost and
lonely people out there" and tells his audience that, if they would
only admit Jesus into their hearts, their lives will be filled with
joy and meaning. The woman steps forward and is converted. She
believes that her former unhappiness was caused by living a Godless
life. In both of these cases, the woman is experiencing stress, but
does not interpret her situation as a response to social

contradictions. However, if she had access to feminist ideas, say,

through picking up a copy of Friedan's Feminine Mystique or meeting
feminist women at her local Plunket rooms, her interpretation of her
situation might have been very different. She might, for example,
have demanded that her husband spend more time with her and the
children and questioned the allocation of, and split between, domestic
tasks and paid working roles in advanced capitalist societies. She
might have become involved in the struggle for quality child-care and

decided to advance her education or take a job. What is crucial in
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th : o .

e making of a feminist is the process of coming to interpret
e i . . .. )

Xperienced personal oppression and/or discrimination as an outcome of

social contradictions. In Mills’' (1959) terms, private troubles are
seen as public issues.

A number of writers have noted that women who became involved with
the feminist movement during its resurgence in the early 1970s had
previously had exposure to the ideas of other radical political
movements of the 1960s. such as the student movement, the peace
movement (specifically, the anti-Vietnam War protests), and the civil
rights movement in the United States (Bunkle, 1979-80: Freeman, 1973;
Mitchell, 1975; Tobias, 1978). There are few written accounts of how
individual feminist women who were born in the yvears since the Second
World War developed their feminist ideas and to what extent their
ideas about the oppression of women were influenced by previously held
political theories about the nature of oppression, e.g. Marxism,
pacifism, anarchism, socialism or anti-racism. According to Bourdieu
(1971a), those who come to adopt a radical critique of a social
institution have had experiences of marginality within it. For

example, he cites the university:

"...the attacks against academic orthodoxy come from the
intellectuals situated on the fringes of the university
system who are prone to dispute its legitimacy, thereby
proving that they  acknowledge its jurisdiction
sufficiently to reproach it for not approving them"
(1971a, 179).

In this thesis it will be argued that the experience of marginality is
radicalising when it is analysed as a manifestation of a social
injustice rather than a ’'personal problem’ and when the 'victim' feels
able to do something about changing it. Through providing access to
ideas which articulate personal experiences of e.g. class, racial,
cultural or gender marginality as social issues, rather than as
expressions of personal inferiority or inadequacy, education can be a

means of politicisation and empowerment (Friere, 1972; Giroux, 1982,

1983c; Mills, 1959).
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Feminist teaching may be defined as a process in which teachers
and students work together to articulate personal experiences of
oppression, marginality or discrimination as social phenomena, to
study and construct theories which explain gender-related social
inequalities and injustices and their relationship to other forms of
inequality and injustices (e.g. class, race), and to devise political
and educational strategies aimed at redressing these. Feminist
teachers endeavour to bring to their students a vision of the
desirability and the possibility of change in their personal and wider
social lives (Bowles and Klein, 1983; Freeman and Jones, 1980;
MacKinnon, 1982; Rich 1979; Rutenberg, 1983; Spender, 198la, 1983b;
Spender and Sarah, 1980; Tobias, 1978).

Feminist teachers have been described as experiencing a further
form of marginality, since, as feminists in educational institutions,
they are members of a small and dissenting minority group (Mies, 1983;
Rutenberg, 1983; Spender, 1978). This sense of marginality has been
described as characteristic of feminists in schools (Spender and
Sarah, 1980) and institutions of higher education (Bernard, 1973;
Bowles, 1983; Coyner, 1983; du Bois, 1983; Hochschild, 1975; Mies,
1983; Spender, 1978; Tobias, 1978). Those whose teaching subject is
'academic feminism’, or women's studies, may experience a ‘double
dose’ of marginality in that their subject also has marginal status.
As an interdisciplinary field in an institution structured according
to 'discipline-based’ administrative units (Bernstein, 1971), women's
studies programmes are often administrative anomalies, struggling for
visibility and legitimacy in university funding and planning (Bowles,
1983; Coyner, 1983; du Bois, 1983; MacKinnon, 1982; Mies, 1983;
Spender, 1978; Tobias, 1978). This continuing experience of
marginalisation may act as a further radicalising influence on

feminist educators and their students in educational settings:

"Such marginality is an instant lesson in politics. By
virtue of her connection to a vulnerable discipline, a
Women's Studies student 1is forced to confront tensions
similar to those she will encounter in the struggle
against oppression outside the university" (Rutenberg,

1983, 76).
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This thesis consists of two parts. The first presents a critical
review of sociological perspectives and research on feminism, women's
education and educational policies and practices in the post World War
Two era both overseas and in New Zealand. The object of this is two-
fold: to develop conceptual tools for the analysis of the life
histories, and to come to a theoretical understanding of the social
(particularly educational) context in which individual feminist
educators planned and lived their lives. The second part of the
thesis presents case studies of feminist educators: how they became

both educators and feminists and how feminism influences educational

strategies.

PART ONE contains six chapters. Chapter Two is a critical review
of the major theoretical tendencies 1in feminist thought. Such an
overview is necessary as a framework to assist in understanding
feminist influences on the thinking of women in the case studies and
on educational thought in both academic and policy-making circles.
Liberal feminism, classical Marxism, the Marxist-feminist debate,
radical feminism and socialist feminism are discussed. Socialist
feminism is seen as offering a particularly useful framework for
understanding the contradictions experienced by young ’‘educated’ women
in the post-war era. Chapter Three analyses the 'official ideology’

of girls’ education (Bland et al 1979a, 1979b; Wolpe, 1974) in post-

war New Zealand. Following Foucault (1980a), sexuality is seen as
having been constructed in key government documents and educational
practices of the time as largely a 'medical’ issue and a question of
the social control and reproduction of the labour force. The
expectations placed upon academic girls with respect to their
sexuality (subordinate ‘femininity’) and their intellectuality
(meritocratic, but gendered, liberalism) are analysed as inherently

contradictory. Chapter Four outlines and critiques perspectives and

research in the international literature of the 'sociology of women’s
education’ (MacDonald, 1980b, 13) with the aim of developing a
conceptual background for the analysis of New Zealand feminists’
experiences in educational settings. Liberal feminism and the
'normative paradigm’' (Lawton, 1975; Wilson, 1971) in the sociology of
education are seen as sharing common functionalist and positivist

assumptions. Radical feminism and the "interpretive paradigm’ are



17

criticised as sharing common phenomenological biasses towards
relativism and therefore under-emphasising structural constraints on
human consciousness and actions. Socialist feminist perspectives are
seen as offering a useful basis for analysing feminists’' life
histories because they take into account the dynamics of the cultural

reproduction of both class and gender. Chapter Five reviews previous

sociological research on post-war inequalities of class, race and
gender in New Zealand education. Chapter Six describes major post-war
theoretical and political tendencies in the New Zealand feminist

movement and discusses their contributions to educational practice.

PART TWO adopts a case study approach in order to develop a
sociological analysis of the experiences of post-war New Zealand women

who have become both educators and feminists. Chapter Seven describes

the methodology of the life-history study. Chapter Eight explores the

process of becoming 'educationally successful’' through analysing case
studies of academic and commercial girls: how subject choices were
made in the context of the process of cultural reproduction within
families, the distinct and differentially-valued typifications of
female sexuality and intellectuality constructed and reproduced in the
adolescent girls’ subcultures of academic and commercial streams.

Chapter Nine explores different experiences of marginality during the

school years: social class, rural-urban, ethnic and other types of
cultural marginality are exemplified in the case studies.
Relationships between these early experiences and the women's adult

theoretical perspectives are outlined. Chapter Ten examines how

personal experiences of marginality, discrimination or oppression may
be translated into political awareness of the power relations and
dynamics of the wider society. This chapter presents cases of women
who claimed to have been radicalised politically during their school
years through having access to radical ideas which articulated for

them their personal experiences. Chapter Eleven addresses questions

of female sexuality through analysing its social construction and
reproduction in the family and school as contradictory. Case studies
are presented to show how different feminist theories and strategies
were designed to cope with experienced sexual contradictions. Chapter

Twelve studies the women’'s educational strategies as adult feminist
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educat ;
ors, how these were influenced by their own personal experiences

1n educational settings, and how, as feminist educators, they have

experi ; ; .. .
Xperlenced marginality as feminists in educational institutions.

Chapter Thirteen presents a

case study of feminist educational
strategies in a specific institution, the University of Waikato, as a

means of analysing sociologically the experience of ‘'marginality’
described by feminist teachers in the 1life histories and in the
literature. It is argued that the social organisation of feminist
scholarship is antithetical to the dominant patterns of ‘classifying
and framing’ (Bernstein, 1971) educational knowledge 1in that it is
premised on interdisciplinarity or multidisciplinarity rather than
specialisation and on the collective sharing and analysis of
experience rather than merely a ‘handing down’ of knowledge by
‘experts’ (Coyner, 1983; du Bois, 1983; Freeman and Jones, 1983;
Mies, 1983; Rutenberg, 1983; Spender, 1983b). Examples are given in
this chapter of students’ experiences of, and responses to, feminist

teaching strategies. Chapter Fourteen summarises the main arguments

of the thesis and suggests some directions for further enquiry.

In brief, this thesis offers a sociological analysis of the
educational ideas of women who were born in New Zealand in the
immediate post-war years and who have become both educators and
feminists. It is argued that the social and educational context in
which these women planned their careers and their personal lives was
one of contradictory expectations with respect to female sexuality and
intellectuality/professionality. As a set of social theories and
political practices, feminism exposes, analyses, and works to redress
these contradictions. Feminists perceive gender-related personal
experiences of discrimination, victimisation or oppression as
symptomatic of the social conditions in which women live. They
perceive change in their personal lives, and in the lives of women in
general, as both desirable and possible. The women described their
perspectives as influenced by other radical theories as well as
feminism. The increased availability of education in the post-war
years offered children from economically, impoverished families with
the necessary 'cultural capital’ opportunities to gain credentials
and to enter professional occupations - an opportunity denied many of

their parents. Those from marginal social class or ethnic backgrounds
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in academic settings could identify strongly with some of the radical

social theories which were readily accessible in many educational

institutions of the 1960s and early 1970s, e.g. anti-racism, sexual

libertarianism, Marxism and socialism, anarchism and pacifism. These

theories articulated students' experiences of class, ethnic, and other

forms of cultural marginality as social issues. Education offered

many who had came to desire change in the status of oppressed groups a

vision of the desirability and the possibility of bringing this about.

Feminist teachers view education as an arena of political activity.

They aim to help their students to view their personal experiences of

oppression, marginality or discrimination as social issues rather than

merely personal troubles and to devise theories and strategies aimed

at bringing about women's liberation.
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PART ONE: FEMINISM AND SCHOOLING

FOR GIRLS IN

POST-WAR NEW ZEALAND
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CHAPTER TWO

FEMINIST THEORY:

A LITERATURE REVIEW
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The term 'feminist theory' is commonly used to refer to both the
academic theories upon which women's studies scholars draw as an aid
to scholarship. and the theories generated by feminists working within
the 'grass-roots’ women's movement (Stanley and Wise, 1983). An
outline of the major tendencies in feminist thought (both academic and
'grass-roots’) is necessary to this thesis for two reasons. The first
1s to construct a typology of feminist theories to use as a basis for
selecting a representative group of feminist educators for study in
the life-history chapters. I shall argue in later chapters that the
splits and divisions between liberal feminists, the various versions
of radical feminism, and socialist feminism common to both Britain
(Banks, 1981) and the United States (Jagger and Struhl 1978) are also
characteristic of the movement in this country(Bunkle, 1979-80).
Second, through offering critiques of the major feminist theoretical
perspectives. I hope to develop conceptual tools for the analysis of

women s education and the emergence of feminism as a mass movement.

In this chapter I shall overview liberal feminism, classical
Marxism, radical feminism, and socialist feminism. Liberal feminism
derives from the tradition of liberal thought characteristic of the
rise of the bourgeoisie with the development of capitalism. Rejecting
the feudal belief that social status was determined at birth, liberal
thinkers argued that wealth and status should be achieved on the basis
of both ‘'ability’ and hard work. Liberal thinking. then. was
'meritocratic’. Liberal feminists demanded the extension of the
liberal ideology to women. Today liberal rhetoric is used politically
to lobby government and other employing bodies to implement programmes
of affirmative action for women and to remove discriminatory practices

against their achievement of the same goals in public life as men.

Classical Marxists view women’'s oppression as a product of the
institution of private property. Engels argued that patriarchy came
about as a result of the institutions of private property, monogamous
marriage being instituted to protect the certainty of male blood lines
to ensure patrilineal inheritance. Marx viewed women as a
particularly exploited group under capitalism; their unpaid work in

biological and social reproduction served employers, while, as paid

workers they could be paid a lower wage
in times of labour shortage.

than men and function as a

'reserve army’
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Radical feminists view patriarchy as autonomous from, and existing
Prior to, capitalism and argue that a socialist revolution would not
neécessarily liberate women. Women are oppressed in that they do not
control their own reproductive lives and are educated to serve men
rather than for personal autonomy. While some radical feminists

advocate a separatist lifestyle., others believe in working towards an

androgynous society.

Socialist feminists are critical of all three perspectives.
Liberal feminism is seen as an extension of capitalism, seeking only
equal privileges for bourgeois women with bourgeois men. Classical
Marxism is accused of viewing women's oppression as secondary to that
of the (male) working class and ignoring the specificity of women's
oppression. Radical Feminism is seen as a-historical in its focus on
the psychology of femininity in the present. Socialist feminists aim
both to describe and to explain the oppression of women under

capitalist patriarchy.
LIBERAL FEMINISM

Liberalism is a social theory which developed with the breakdown
of the feudal system, the rise of the bourgeoisie and the onset of
commodity production. As a perspective, it centres on the concept of
individual human rights and the belief that the freedom of the
individual should be fettered only 1in situations where its exercise
imposes restrictions on the freedom of others (Mill, 1869, 1948
edition). It has been the legitimating ideology of capitalist free
enterprise, emphasising the individual’'s right to own property and to
accumulate wealth. Material success is seen as a result of both hard
work and talent; positions of economic and political power are
attained on the basis of merit, not inherited privilege. Early
advocates of liberalism saw education as the means of achieving an

egalitarian society in that equality of access to schooling would

ensure equality of opportunity.

Liberal feminists demand the extension of the opportunities

guaranteed by liberal ideology to women. In 1792, Mary Wollstonecraft

(1978 edition) published her treatise, A Vindication of the Rights of
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Wngg; influenced strongly by the spirit of the French Revolution and

the philosophy of the Enlightenment, she "

day...to extend the rights of men -

...urged the liberals of her

citizenship - to women" (Brody,

1983, 40). Wollstonecraft stated that women shared with men the

supreme human virtue, the capacity to reason. Women, then, must have

access to education, for education cultivated the power to reason and

reason could control the baser human passions, such as sexuality.

Both men and women must learn to control their passions and devote

their energies to family and civic duty. Wollstonecraft'’'s call to
reason was largely unheeded, and without a large feminist movement to
support her perspective, women remained in a state of legal and

psychological subordination.

In the mid-nineteenth century, the liberal philosopher and
politician John Stuart Mill took wup the argument for women's rights.

In his essay The Subjection of Women (Mill, 1983 edition) he argued

that the ’‘enslavement’ of women was irrational, based as it was purely
on tradition. Women had been educated for submissiveness, to yield

their wills to the control of their male masters:

"All the moralities tell them", he wrote, "that it is
the duty of women, and all the current sentimentalities
that it is their nature, to 1live for others; to make
complete abnegation of themselves, and to have no life
but in their affections” (Mill, 1869, 1983 edition,
p.27).

Since the contemporary way of life rested on the belief in
individual achievement on the basis of merit and in the free and
rational exercise of personal liberty, the retention for women of the
feudal belief that their station in life was determined at birth was
an anomaly, rationally indefensible. Mill, together with his wife,
Harriet Tavlor (Eisenstein, 1981; Soper, 1983). demanded equality
for women before the law and in education. However, this was to be an
equality in principle only, since Mill believed that most women would,
of their own free will, choose to marry and devote their energies to
child-bearing and household management. His theory, then, did not
challenge the capitalist and meritocratic ideas and values of his day,

but merely would have allowed the occasional elite bourgeois woman the
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ri . .
ight to pursue a profession instead of her traditional wifely role if
she so chose.

With the attainment of women's suffrage
western world,

in most countries of the
(New Zealand being the first country to grant all adult
women the right to wvote) (Bunkle, 1980; Grimshaw, 1977), liberal
feminist demands abated, although the feminist movement remained alive
and well in some socialist circles (Foreman, 1977) and in working for
specific issues such as access to contraception and the Equal Rights
Amendment in the United States (Banks., 1981). However, it was not
until the mid-1960s that liberal feminism once more attained the

status and popularity of a mass social movement.

In 1963, Friedan published The Feminine Mystique. Like most of

the American, educated. married middle-class women of her generation,
Friedan had returned to the home after the Second World War to care
for husband, house and children. Many of Friedan’'s contempories,
although educationally successful, married to prosperous husbands with

all the material comforts of the post-war consumer society, had,

nevertheless, been visiting doctors’ surgeries complaining of
‘tiredess’ or ’'feeling unwell’. Doctors referred to this as the
"housewife’'s syndrome’ or ’'suburban neurosis’: Friedan called it 'the
problem that has no name.’ While doctors and social scientists

described the ‘problem’ as one of ‘poor adjustment to the female
role’, Friedan questioned the role itself. According to Friedan, the
‘problem’ had lain "buried, unspoken, for many years in the minds of
American women” (1963, 13). She described post-war American middle-

class women's growing awareness of 'the problem’:

"It was a strange stirring, a sense of dissatisfaction,
a yearning that women suffered in the middle of the
twentieth century in the United States. Each suburban
wife struggled with it alone. As she made the beds,
shopped for groceries, matched slipcover material, ate
peanut butter sandwiches with her children, chauffered
Cub Scouts and Brownies, lay beside her husband at
night, she was afraid to ask even of herself the silent
question: ‘'Is this all?'" (Friedan, 1963; 13).
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Friedan’'s analysis of women's magazines, her critique of the
dominant functionalist ideology in the social sciences, her studies of
sexist advertising, and interviews with college girls, exposed the
sexist ideology (or feminine mystique) which was conditioning women
and girls to become consumer housewives and to forgo any long term
plans for careers and economic self-sufficiency. Friedan founded the
National Organisation for Women (N.O.W.), an organisation devoted to
the attainment of equal legal rights, in particular the Equal Rights
Amendment (E.R.A.), and argued that a woman should value her own

career equally with that of her husband (Eisenstein. 1981).

Although the early liberal feminists did not challenge the
capitalist social formatior. but merely demanded legal. or formal.
equality of opportunity within it, some of the contemporary liberal
feminists of the 'second wave’' have taken a slightly more ‘radical’
perspective (Eisenstein, 1981), arguing that mere formal, or legal,
equality is insufficient and that without actual, or 'substantive’
(O'Neill, 1977) equality, people cannot claim to have true equality of
opportunity. Advocates of the more ’'radical’ versions of liberal
feminism (Eisenstein, 1981) support measures of affirmative action to
achieve equality. Women and girls are seen as disadvantaged by their
socialisation in that they are conditioned for passivity and
subservience (e.g. Broverman et al, 1972; Hoffman, 1972; Horner
1972). For the liberal feminist, true equality of opportunity can be
brought about through the elimination of ’‘sex-role stereotypes’; this
can be achieved largely through education which changes the attitudes
of pupils, teachers, parents and employers. The ideology of
‘femininity’ (Friedan's 'feminine mystique’) 1is seen being changeable
through both education and legal reforms. The liberal feminist
perspective questions neither the historical/material basis of sex
'stereotypes’ nor the hierarchies of capitalist meritocracy. All it
seeks, as Bunkle (1979, Part One, 27) put it, 1is "a slice of the
capitalist action without changing its structure.” Liberal (equal

rights) feminists aim to change only the distribution of the sexes in

current hierachical institutions.
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RADICAL PERSPECTIVES

The radical perspectives on women have in common the belief that

Wwomen are an oppressed (as distinct from the liberal ‘disadvantaged’)

group, and that this oppression is structural, i.e. for women's

liberation a social revolution is seen as necessary. There are,

however, major debates within the radical strands of feminist thought

between classical Marxists. radical feminists and socialist feminists.
It is important for the purposes of the present study to come to terms

with the major arguments and feminist critiques of these positions.

i. Classical Marxism

According to the materialist conception of history, "life is not
determined by consciousness, but consciousness by life" (Marx and
Engels 1846, 1978 edition, 47). The dominant ideas of an age are a
product of the material conditions which govern human existence. the

ownership and social organisation of the means of production:

"As individuals express their life., so they are, what
they are, therefore, coincides with their production,
both with what they produce and with how they produce
it. The nature of individuals thus depends on the
material conditions determining their production” (Marx
and Engels, 1976 edition. 42).

Marx argued that the oppression of women was a product of the
capitalist system. The original division of labour within the family
was 'natural’ (Marx, 1867, 1976 edition, 171): sex-roles, then, had a
biological base. Within the family, women served the capitalist
through the reproduction of labour power. This ‘reproduction’ was of
two types. Firstly, biological - women gave birth to the next
generation of workers: secondly, women served the process of social
and cultural reproduction - women fed, clothed and nurtured their

husbands and children:

"The labour - power withdrawn from the market by wear
and tear, and by death., must be continually replaced by,
at the very least, an equal amount of fresh labour
power. Hence the sum of means of subsistence necessary
for the worker's replacements, i.e. his children, 1n
order that this race of peculiar commodity owners may
perpetuate its presence on the market” (Marx, 1976

edition, 275).



28

With the development of large-scale manufacturing, women and
children provided the capitalist with a cheap and easily exploitable
pool of labour, the appalling working conditions for whom were
described vividly in Volume One of Capital. Marx regarded the
exploitation of women’'s and children’'s labour as an evil, since
"Compulsory work for the capitalist usurped the place, not only of the
children’'s play. but also of independent labour at home, within
customary limits, for the family itself" (1976 edition, 517). This
resulted in high infant mortality:

”"

the high death-rates are, apart from local causes,
principally due to the employment of the mothers away
from their homes, and to the neglect and maltreatment
arising from their absence, which consists in such
things as insufficient nourishment, unsuitable food and
dosing with opiates; besides this, there arises an
unnatural estrangement between mother and child, and as
a consequence intentional starving and poisoning of the
children" (1976 edition, 521).

Marx'’'s theory of the fluctuations of the capitalist economic cycle
led him to observe that women constituted a ‘reserve armyv’' of labour,
to be emploved in times of economic expansion and forced out of the
paid workforce in times of recession. His theory of social
reproduction has been enthusiastically taken up by contemporary
sociologists of education (e.g. Bowles and Gintis, 1976), who have
viewed the school as a key agent in this process. Schools are seen by

such writers as reproducing the social relations of class and gender.

ii. The Marxist - Feminist Debate

The split between Marxists and radical feminists derives primarily
from differing interpretations of the origins of patriarchy (male-
dominance) (Eisenstein, 1981; Guettel, 1974; Jagger and Struhl,
1978; Sayers, 1982). As already noted, Marx regarded the original
division of labour between men and women in the family as 'natural’.
The question of the origins of the sexual division of labour was more

thoroughly explored by Engels in his treatise The Origins of the

Family, Private Property and the State, published in 1891 (Engels,

1940 edition). According to Engels, patriarchy had come about when

men, the keepers of the herds, began to accumulate surplus wealth.
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Wishing to ensure that this wealth was

children, men

passed on to their own (male)
instituted monogamous marriage to protect claims of

at 3 . . .
paternity. Women were divided into two classes-monogamous, bourgeois

wiv ! ' : :
es, and 'hetaeras (whores),for while wives must remain faithful

(the only guarantee of paternity), men could live by the 'double

standard’ and patronize prostitutes. Society moved from a matrilineal

to a patrilineal form of inheritance. The accumulation of wealth in

‘'men’s sphere’ had, according to Engels (1940 edition, pp. 36-37):

"...created an impulse to exploit this strengthened
position in order to overthrow in favour of his children
the traditional order of inheritance...the overthrow of
mother-right was the world historical defeat of the
female sex. The man took command in the home also; the
woman was degraded and reduced to servitude, she became
an instrument of his lust and a mere instrument for the
production of his children".

The nineteenth century anthropology upon which Engels’' thesis
rested has been severely criticised (Reed, 1972), as have his reliance
on an unexplained psychological ’'impulse’ in men to dominate (Foreman,
1977; Sayers, 1982) and the uncritical assumption of a ’'natural’
division of labour-why were men in charge of the herds? (Foreman,

1977; Sayers, 1982).

Engels’ radical break with his 1liberal (and liberal feminist)
contemporaries (such as J. S. Mill and Harriet Taylor) was his attack
on the assumption that women had always been dominated by men. The
basis of women's oppression, he argued, lay in the institution of
private property. While his liberal contemporaries were arguing for
the extension to women of the right to own property, and to protection
in law of that right, Engels argued that human (including women’s)
liberation could only come about when the institution of private
property itself was abolished. Since the monogamous patriarchal
family was at the root of women’'s oppression, Engels argued for its
abolition. The functions of childrearing and housework could be
performed largely by agencies of the state. The liberation of women
would be brought about with their entry into the paid work-force,

where, in solidarity with working-class men, they would help bring
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about the socialist revolution. The capitalist system was seen as the

c ' .
ause of women's oppression, and patriarchy as a product of the

institution of private property.

Both radical and socialist feminists have criticised Engels and

the Classical Marxists, seeing them as having failed to focus on the

diffe ! ! i i i
rences between men’'s and women's experiences under capitalism.

Marx and Engels have been accused of not focusing on feminist issues,

such as how and why women were oppressed as women. In this they are

accused of failure to recognise that fathers and husbands had a
vested interest in women’'s continued subordination (Hartmann, 1981).
Engels, for example, did not anticipate that when women entered the
paid workforce they would end up doing two jobs, working a 'double
day' as paid worker and unpaid houseworker/mother/wife. For
contemporary socialist feminists, the classical Marxist position is
insufficient. For example, Hartmann (1981, ©5) observed that under

advanced capitalism,

"men benefitted from not having to do housework, from
having their wives and daughters serve them, and from
having the better places in the labour market.
Patriarchal relations, far from being atavistic
leftovers, being rapidly outmoded by capitalism, as the
early Marxists suggested, have survived and thrived
alongside it. And since capital and private property do
not cause the oppression of women as women, their end
alone will not result in the end of women’'s oppression”.

The issue of domestic labour has therefore become a central
question in contemporary Marxist debate (e.g. Barrett, 1980; Guettel,
1974; Novitz, 1982). Rather than regarding women's oppression
merely as a by-product of capitalism and the institution of private
property, radical feminists see male power, or patriarchy, as its very

basis.

Radical feminist analysis seeks to explain the origins of
patriarchy, to describe the experience of being female in a
patriarchal society, and to devise political strategies to bring about
patriarchy’s demise. A radical feminist definition of patriarchy has

been written by Millet (1971, 25):
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our sgciety is a patriarchy. The fact is evident at
once if one recalls that the military, industry,
tgchnology, universities, science, political offices,
finances-in short, every avenue of power within the

soc%ety, including the coercive force of the police, is
entirely in male hands."

Within radical feminist perspectives. capitalism 1is seen as one
specific form of patriarchy. In seeking to explain the origins of
patriarchy, radical feminism has an as vet underdeveloped materialist
tradition, as exemplified by the biological materialism of Firestone
(1979). The major emphasis of radical feminism is on describing
manifestations of male power. In the process of describing the
experience of 'femininity’ and the processes of 1its social
construction, radical feminists have developed the practice of
‘consciousness-raising’, which gives a methodological foundation to
much feminist research! (MacKinnon, 1982) and to feminist pedagogy in
women's studies (Bowles and Klein, 1983).2 Much theorizing in the
radical feminist tradition is primarily descriptive, focussing on the
nature of the experience of oppression. Radical feminists take as
their central concern the issue of male power under patriarchy and how

this effects women’'s lives.

In 1971 in her now classic work, The Dialectics of Sex, Firestone

(1979, edition, 20) rewrote Engels’ definition of historical

materialism to read:

"Historical materialism is that view of the course of
history which seeks the ultimate cause and the great
moving power of all historical events in the dialectic
of sex: the division of society into two distinct
biological classes for productive reproduction, and the
struggle of these classes with one another; in the
changes in the modes of marriage, reproduction and child
care created by the struggles: in the connected
development of other physically-differentiated classes
(castes); and in the first division of labour based on
sex which developed into the (economic and cultural)

class system.”

1. This points will be developed in Chapter Seven.

2. See Chapter Thirteen.
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As Delmar (1979, 8) pointed out, it is this which distinguishes
radical feminism from Marxism in that "Revolutions in the sphere of
reproduction rather than those in the sphere of production are given
primacy.” Delmar noted that radical feminist explanations of systems
of domination and submission were based on men’'s "personal and
psychological attributes such as physical strength and the wish for
power" (1979, 8). Firestone saw the 'material base’ of patriarchy as
the work women did in biological reproduction. Women were oppressed
because of their childbearing function: their liberation would entail
the use of a technology which would reproduce the species ‘ex utero’.
In this Firestone has not been followed by other radical feminists.
Instead, many, such as Rich, (1977) have argued that woman’'s biology

gives her superiority over men, and that mothering gives her power.

Firestone saw contemporary industrialised societies as polarised
into two cultures: the 'technological mode’ and the ’'aesthetic mode.’
Defining culture as "the attempt by man to realise the conceivable in
the possible” (Firestone, 1979, 162), she saw the aesthetic mode (the
search for the ideal) as that of the visionary, the technological as
the unmasking of the laws of nature in order to control and shape it
in accordance with one’'s vision. She observed that "those few women
directly creating culture have gravitated +to disciplines within the
Aesthetic Mode" (Firestone, 1979, 165-166). She commented that the
‘aesthetic response’ corresponded with 'female’ cultural modes in

western societies and the ’'technological’ with the male:

"The same terminology can be applied to either:
subjective, intuitive, introverted, wishful, dreamy or
fantastic, concerned with the subconscious (the ;g),

emotional, even temperamental (hysterical).
Correspondingly, the technological response is the
masculine response: objective, logical, extraverted,
realistic. concerned with the conscious mind (the ego),
rational, mechanical, pragmatic and down-to-earth,

stable. Thus the aesthetic is the cultural creation of
that half of the psychological spectrum that has been
assigned to the female, whereas the technological
response is the cultural magnification of the male half"

(Firestone, 165-166).
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This aspect of Firestone's theory has been criticised by Marxists
and socialist feminists for its a-historical nature. For example,
Hartmann (1981) has observed that the idea that the 'aesthetic’ is
‘female’' would come as quite a shock to people from certain other
cultures and epochs, such as the ancient Greeks. According to
Hartmann, the major error of radical feminist analysis was that it was
"a-historical’ in that it "projects male and female characteristics as
they appear in the present back into all of history" (Hartmann, 1981,
14). She noted that although radical feminist analysis has had
powerful insights into the present, it was weakened by its focus on

the ’'psychological’ which "blinds it to history."

iii. Radical feminism and the Experience of Oppression
De Beauvoir’'s (1949, 1972 edition) analysis of ’'feminine’
psyvchology has been influential on contemporary radical feminists. 1In

The Second Sex, she applied to the situation of women an

existentialist perspective on human relations. Human relationships
were seen as essentially exploitative in that human beings sought to
confirm their own existence through 1its recognition by others.

However, in seeking self-confirmation through others, people reduced

them to ‘'objects’, negating their subjectivity. Insofar as
'existence’ depended on the responses of the 'Other’, human
relationships became destructive: "]l'enfer, c'est les autres”

(Sartre, 1964). Writers such as de Beauvoir (1972 edition) regarded
'having children’ as merely an attempt to live through others. the
child as an extension of each parent’'s self. Parenting, then, was
viewed as destructive. Relationships between men and women were also
seen in this light in that Man viewed himself as Subject and Woman as
the Other - her life confirmed his existence. Women's relationships

with men were seen as essentially parasitic.

Writing in France during the 1950s, De
Beauvoir (1972 edition, 16) argued that:

"humanity is male and man defines woman not in herself
but as relative to him; she is not regarded as an
autonomous being... she is simply what man decrees;
thus she is called 'the sex’, by which is meant that she
appears essentially to the male as a sexual bging. .For
him she is sex -absolute sex, no less. She is defined
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and differentiated with reference to man and not he with
reference to her; she is the incidental, the
1ne§sential as opposed to the essential. he is the
Subject, he is the Absolute - she is the Other."

De Beauvoir has been criticised for this perspective. For
example, Evans (1983) accused her of both uncritically accepting male
definitions of female sexuality, and an a-historical assumption that
human beings had innate physical differences and innate psychological
characteristics. Foreman (1977. 85) pointed out an unaddressed
paradox in de Beauvoir's thought in that she equated female sexuality

with passivity and thus "condemns women from the very beginning and

for always to ‘alterity’."” In this, de Beauvoir "denied that the
first premise of existentialism - that men are free in that they
choose and define themselves by their own actions - was valid in

relation to women" (Foreman, 1977, 85).

Drawing to some extent on de Beauvoir, Firestone provided a
similar radical feminist description of the psychology of '"femininity’
under patriarchy. Her analysis, however, was of the ideology of
‘femininity’ in the United States in the 1960s and 1970s. Firestone
described the psychology of woman's ‘clinging’ behaviour and
'possessiveness’ as a logical consequence of her objective social
situation. In response to men’'s avoidance of committment in sexual
relationships, women over the centuries had developed "subtle methods
of manipulation,” 'feminine wiles’ designed to force committment out
of men. She argued that for most women. falling in love, 'catching’' a
husband and 'holding on to that catch’ was a full-time occupation.
Firestone (1979, 121) argued that this parasitic construction of

heterosexual 'love’ was "the pivot of modern women’'s oppression”:

..."Men were thinking, writing and creating, because
women were pouring their energy into those men; women
are not creating culture because they are preoccupied

with love."

She argued that the ’'sexual revolution’ of the 1960s and 1970s was

yet another trap for women in that it brought no improvements for



35

women but instead proved to have great value for men. Advocates of
the 'sexual revolution’ aimed to convince women that "the usual female
games and demands were despicable, unfair, prudish, old-fashioned,
puritanical and self-destructive" (Firestone, 1979, 121). These
attitudes and pressures created for men a wider market of sexually
available females, while women were ‘"disarmed of even the little
protection they had so painfully acquired" (Firestone, 1979, 135).
According to Firestone (1979, 135-136):

"Women today dare not make the old demands for fear of

having a whole new vocabulary hurled at them: "Fucked
up’, ‘ballbreaker’, ‘cockteaser’, 'a real drag’'. 'a bad
trip’ - to be a 'groovy chick’' was the ideal."

When it was first published in the United States in 1971,
Firestone’s book was seen as marking a radical break with both Marxist

and liberal feminist traditions. Delmar (1979) has commented that

"a radical European tradition, rather than the dominant
liberal American one, was being summoned and a different
line was being adopted in that Firestone did not evoke
Friedan’'s ’'problem that has no name’ but de Beauvoir's
‘slavery of half humanity’."

In this a different kind of political analysis was being put
forward. The goal of liberal feminism - equality under the law - was
seen as insufficient. Firestone and her contemporaries sought more
than equality and emancipation - this trapped women into the imitation
of men. Regarding women as an oppressed (rather than a disadvantaged)
group, radical feminists sought women’'s liberation. The strategies
adopted by radical feminists have varied. For example, Firestone
argued for an androgynous society in which "genital differences
between human beings would no longer matter culturally" (Firestone,

1979, 131); for her, the radical feminist vision

"cracks through to the emotional strata underlying
‘serious’ politics, thus reintegrating the personal with
the public, the subjective with the objective, the
emotional with the rational-the female principle with
the male" (Firestone, 1979, 196).
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Firesto i i i
ne saw heterosexuality as an lmportant weapon in women's

struggle for liberation, which must also entail the liberation and
transformation of men:

"That women live with men, while on some levels our
worst disadvantage - the isolation of women from each
other ... in another sense 1s an advantage; a
revolutionary in the bedroom cannot but shake up the
status quo” (Firestone, 1979, 44).

Other radical feminists (e.g. Rich, 1977; Johnson, 1973) have
argued that. since women are oppressed by men. their liberation must
entail rejection of all heterosexual relationships and the adoption of
a lesbian separatist lifestyle. In both heterosexual and lesbian
radical feminist perspectives, sexual relationships are seen as
essentially political: the feminist slogan ‘the personal is

political’ is frequently heard in discussions of 'sexual politics’.

iv: Socialist Feminist Perspectives on the Post-war Woman

Socialist feminists have been critical of radical feminism for its
lack of an adequate historical and materialist perspective. For
example, Foreman (1977, 86) has criticised de Beauvoir on the grounds

"

that the "conditions for women’'s ‘alterity’" were developed with the

onset of capitalist organisation, when family and working lives were

‘split’. As Hartmann (1982) has commented. the characteristics of
men, as radical feminists have described them, "competitive,
rationalistic, dominating”, resembled descriptions of the dominant
values of capitalist society. The central concern of socialist

feminism is the analysis of the dual roles of women in capitalist
production and (biological and social) reproduction (Barrett, 1980;
MacKinnon, 1982; O0'Brien, 1983; Eisenstein, 1982; Hartmann, 1981).
Both male-dominance (in the family, work-place and public life) and
the class relations of capitalist societies are taken into account and
the relationships between them explored. There have been numerous
attempts by socialist feminists to construct such an analysis (e.g.
Barrett, 1980; Comer, 1974; Eisenstein, 1981, 1982; Foreman, 1977;
Guettel, 1974; Hartmann, 1981; Kuhn and Wolpe (eds) 1978; Mitchell,

1973, 1974; Rowbotham, 1973).
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Socialist feminists have studied several issues which have

particular relevance to this study of the experiences of New Zealand

post-war women who became both educators and feminists. Three of

these will be discussed in this  section. The first 1is the
contradictory expectations experienced by women in a context of
changing demands for married women’'s waged labour in the post-war
vears (Bland et al, 1979a, 1979b: Eisenstein, 1982). The second is
the changes in the ’'material base’ of female sexual morality through
the availability of the contraceptive pill (0'Brien, 1982, 1983). The

third theme is the social class backgrounds of women who have become

teachers and feminists.

The return to the home of many married women ® after the war had
been expected by planners and civilians alike (Friedan, 1963; Reekie,
1983). At the same time as planners were emphasising the need for a
rapidly increasing population in the immediate post-war years (Bland
et al, 1979a, 1979b), and the popular press extolling the importance
of a domestic role for married women (Cook, 1984; Friedan, 1963), the
labour shortage of the 1950s and 1960s was creating a renewed demand
for the 'reserve army’ of married women's labour. As a number of
socialist writers have pointed out (e.g. Bland et al, 1979a., 1979b;
Eisenstein, 1982), married women in the post-war years were exposed to
conflicting views about their roles 1in production and biological and
social reproduction. According to Bland et al (1979b, 52), the post-

war decades

"saw the development of a contradiction between the need
to expand the labour force, and the need to raise the
birth-rate, and tangling with this were the new
anxieties about the emotional well-being of children.®*
Women have been the battle-ground of this conflict ever
since, for what has been attempted 1is to retain the

3. Reekie (1983) has argued that working-class women who had always
had to work for financial reasons remained in the paid work-force,

while middle-class women left - for them staying at home was the
norm.
4. John Bowlby’'s theories and other research on the ‘'maternal

deprivation’ experienced by war orphans in institutions was used
in the 1950s against 'working mothers’ (Friedan, 1963; .Ehrenrelgh
and English, 1976), who were seen as causing delinquency in

children.
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mother as, in practice, the individual in charge of the
day-to—day care of children and yet at the same time to
draw married women, the last remaining pool of reserve

labour, into the workforce. These demands are not fully
compatible."

Girls who attended school in the 1950s and 1960s made career and
sexual decisions in a time of ambivalence towards married women who
worked outside the home. The precise nature of the contradictory
expectations experienced by academically inclined school-girls who

were to train as teachers in post-war New Zealand will be explored in

the next chapter.

According to Eisenstein (1982) the experience of women,
particularly married women, in the workforce during the post-war years
exposed contradictory ideas about social equality and justice. She
pointed out that the liberal values of personal autonomy and equality
of opportunity limited only on the grounds of merit were contradicted
by the experience of women in the work-place, who were subject to both

personal and institutional discrimination:

"advanced capitalism, because of structural changes and
inflation, has required married women to enter the
labour force. Although the structure of the capitalist
market 1is patriarchal, its 1ideology 1is definitely
liberal... Therein lies the «crisis for liberalism: an
ideology of (liberal) -equality and a contradictory
reality of patriarchal inequality is being uncovered by
the married wage-earning woman" (Eisenstein, 1982, 90-
91).

Although the liberal ideology promised women equality in gaining

employment and equal opportunities to win top jobs, the reality of the

work-place was one of inequality. This situation may be seen as
potentially radicalising (Bartky, 1977; Bland et al, 1979a, 1979b;
Eisenstein, 1981, 1982; Mitchell, 1973). If working women came to

see their inequality of opportunity as an outcome of a society which
was both capitalist and patriarchal, rather than a sign of 'women’s
inferiority’, and if they could do something about changing this, such

a situation could be generative of feminist consciousness.
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Socialist, as well as radical, feminists have analysed
contradictions in post-war ‘educated’ women's sexual lives. For
example, it has been suggested that the availability of the
contraceptive pill changed the 'material base’ of human biological

reproduction. According to O'Brien (1982, 110) this

"constitutes ...a world-historical event...in that men
and women are both in the position of having to mediate
the separation of copulation and reproduction. The

material and conceptual base of the 'double standard’ no
longer exists, and women are currently exploring the
ramifications of sexual freedom and control."

The contraceptive pill offered women the choice of voluntary
infertility. Unlike the barrier methods of contraception (the
diaphram for women, condoms for men), ’'the pill’ offered women the
chance of having more spontaneous sexual relationships without the
fear of pregnancy. Feminists have argued that, instead of liberating
women from the repression of the 'double standard’, the 'pill’
compounded their oppression in that the men of the 1960s regarded them
as 'playmates’, 'birds’, or ‘chicks’ (Firestone, 1979; Mitchell,
1973). Reproductive technology became a further means of female
exploitation because of men’'s power over women and its control by

commercial (capitalist) interests. As Hartmann commented (1982, 36):

"when children are seen as superfluous, women's
sexuality for other than reproductive purposes 1is
encouraged, but men will attempt to direct it toward

satisfying male needs".

Socialist feminists have seen the ’'sexual revolution’ as a product
of a society which is both capitalist and patriarchal, for example,

Mitchell (1973, 142) has commented that

"illusorily offered the free and glorious expression of
ourselves, it turned out to be only for a further
alienation: turning ourselves into products which are
then confiscated for use in a consumer society.”
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The 'pill’ has been seen as making it difficult for many women to

refuse to enter sexual relationships, since the fear of pregnancy had

bee L
n almost removed. The permissive anarchy of the 'sexual

revolution’ was socially constructed largely through the male-

dominated commercial mass media, which presented images of women as

playmates’ for men. According to socialist feminists such as Foreman

(1977) and Rowbotham (1973). this image alienated many women from
their own sexuality. The attitudes of the 'sexual revolution’ and the
image of the ’'swinging chick’ contradicted the dominant ideology of
‘virginity until marriage followed by domesticity’ which was

reproduced in schools at the time.

Socialist feminists have given little attention to the analysis of
the personal experiences of women who became feminists in the post-war
years. However, Mitchell (1973) has pointed out that the 1960s
feminists came from largely middle-class origins and suggested that
education was a major stimulus to their radicalisation. It is
important, then, to consider her analysis. Adopting a structuralist

(Althusser, 1971a) approach, Mitchell (1973, 101) argued that:

"Past socialist theory has failed to differentiate
women's condition into its separate structures, which
together form a complex - not a simple - unity ... In a
complex totality each independent sector has its own
autonomous reality though each 1is ultimately, but only
ultimately, determined by the economic factor. This
complex totality means that no contradiction in society
is ever simple".

For Mitchell, the liberation of women could only by achieved if
"all four structures in which they are integrated are transformed."”
She identified these four structures as: production, biological
reproduction, sexual servicing of men, and socialisation of children.
Mitchell argued that while contraceptive technology had 1led to a
decrease in the amount of work individual women did in biological
reproduction, greater emphasis on the ideology of the home-based full
time mother had ensured that this was compensated for by an increase
in the time expended by women as socialisers of (their smaller numbers

of ) children. For women's liberation to occur:
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there must be a transformation of all the structures

into Whigh they are integrated, and all the
contradictions must coalesce, to explode - a unite de
rupture. A revolutionary movement must base its

analysis on the uneven development of each structure,
anq attack the weakest 1link in the combination"
(Mitchell, 1973, 122).

Mitchell observed that the rapid economic and social changes in
the post-war era had exposed contradictions in the situation of the
middle-class, as well as the working-class, woman. and it was from the
educated middle-class that the ’'second wave’' of feminism drew its
initial impetus. Speaking of these 'educated’ women, Mitchell (1973,

28) argued that:

"the belief in the rightness and possbility of equality
that women share has enabled them to feel 'cheated’ and
hence has acted as a preconditon of their initial
protest. In fact, what we are witnessing 1in this
general denigration of women is an inevitable
consequence of the socio-economic system of capitalism
in which it operates. The inferiorisation of women is
essential to its functioning. Yet offered a mystifying
emancipation and participating in an ideology of
equality, the sense of something wrong 1is more acute
than where women share in the openly dominative
structures of feudal, semi-feudal or early capitalist
societies.”

Mitchell asserted that education and its implications could
explain the middle-class nature of feminist revolutionaries. The
radicalisation of middle-class women signified for Mitchell the
potentiality within a "greatly increased intellectual sector of the
middle class for revolutionary impetus on its own behalf" (Mitchell,
1973, 28). The new feminist revolutionaries would not act merely as
an enclave within the working-class struggle, but would themselves
participate as an ‘"organic part of the revolutionary struggle”

(Mitchell, 1973, 28) - ‘'organic intellectuals’ in Gramsci's sense

(Gramsci, 1975 edition).

Mitchell's approach has been criticised by some other Marxists and

socialists in that she did not analyse social class as a "structure
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(Guettel, 1974). She
approach (Willis, 1977)

has also been criticised for a ‘dualistic’
which treated capitalism and patriarchy as
Separate and patriarchy as an "ideological’ phenomenon (Willis, 1977,
p. 155, #5). However, her recognition of the contradictions
experienced by educated women during the 1960s and 1970s and her
comments on the importance of higher education in stimulating feminist
awareness in middle-class women provide some useful guidelines for the

a M . - . . - . .
nalysis of the €Xperiences of individual feminists in the post-war
era.

Socialist feminists have given little attention to the social
class origins of women teachers. A British analysis which has been
found useful in socialist feminist analysis in the sociology of
education (e.g. MacDonald, 1979/80, 1980a, 1980b) has been given by
Bernstein (1975b). Bernstein analysed the class origins and postion
of professional people, including teachers. His theory is useful to
an understanding of the position of women in education. Bernstein
argued that a ruling class in a capitalist society had a ‘direct’
relationship to the means and forms of production (ownership of
capital)and an ‘indirect’ relationship to the means and forms of
cultural reproduction. According to Bernstein, the middle-class had a
more ‘'direct’ relation to the means and forms of cultural

reproduction, while their relationship to those of production was

“indirect’. The 'new’ middle-class were those whose working role was
as disseminators of ‘ideologies of social controi’. For example,
teachers, according to Bernstein, functioned as "agents of symbolic
control.” While a capitalist class may pass on to its children
inherited wealth, the ’'new’ middle-class depended largely on the
formal education system for its cultural reproduction - children may
acquire 'symbolic capital’ in the form of school credentials.

According to Bernstein (1975b, 127),

"The new middle-class is both a product and a sponsor of
the related expansion of education and fields of
symbolic control. It is ambiguously located in the
class structure.”

Nash (1982, 61-62), has given a wuseful summary of Bernstein's

argument :
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"The professional sector of the middle-class, who either
lagk substantial capital, or who are engaged in work for
which the possession of knowledge is more important than
the ownership of capital, are almost entirely dependant

on the educational system for the reproduction of their
class position."

In the case of feminist teachers a contradiction emerges. In
Bernstein's sense, insofar as these woman have become school teachers
their socialisation has been successful - in entering a profession
with a long tradition of female participation, the process of cultural
reproduction is uninterrupted. However, as feminists, these women are
questioning their socialisation as 'feminine’ women in the family. the
school, and the wider society. As feminists, their aim is to
interrupt the process of socialising girls and boys into sex-
stereotyped attitudes and roles and to attack politically those

structures which reproduce 'femininity’.

A socialist feminist analysis of the contradictions experienced by
feminist educators in their everyday lives must analyse both the
experiences of individuals and the social context in which they
developed strategies to deal with social contradictions. The next
chapter analyses the government’'s blueprint for the post-war woman in
New Zealand and its 'official ideology’ for her education. This

ideology was inherently contradictory.
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CHAPTER THREE

THE OFFICIAL IDEOLOGY OF GIRLS' EDUCATION

IN POST-WAR NEW ZEALAND.
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Educational policy documents issued at the time of post-war

reconstruction provide useful information on the type of society

eénvisaged by policy-makers and the place of men and women within it.

This chapter will analyse the attitudes towards women as workers and

towards female sexuality as expressed in some key educational and

other government documents of the immediate post-war years. It will
argue that attitudes towards girls in secondary schools, particularly
those in academic streams. were contradictory. Although education for
post-war reconstruction was premised on the liberal-democratic values
of equality of educational and vocational opportunity for all limited
only on grounds of ‘ability’ (Codd, 1984), it also rested on the
assumption that the stability and moral cohesion of society depended

on women's unpaid labour as homemakers.

In order to understand the contradictions in the school
experiences of girls in academic streams who became school-teachers,
it 1s necessary to have some knowledge of the changing demands for the
‘reserve army’ of married women’'s labour, including that of married
women teachers, in the post-war years. It is also important to
understand female sexuality as a political question, reflecting the
common concerns of the time with the expected decline in the
population and with issues such as ’'juvenile delinquency.’ As an aid
to the analysis of the attitudes of policy-makers towards female

sexuality, Foucault’'s (1980a) perspective will be brought to bear.
THEORETICAL ORIENTATION: FOUCAULT AND SEXUALITY

The central theme of Foucault's work may be described as the
analysis of the ’'polymorphous techniques of power'. Foucault did not
see power as merely repressive, but as productive of things, of
knowledge, of pleasure and of forms of discourse. It was partly
through the various discourses of sexuality (e.g. demography and
medicine) that state power penetrated the lives of individuals,
shaping and controlling their most private pleasures. For Foucault
power incited rather than merely repressed, a phenomenon he saw as
dating from the seventeenth century, when state power became

'juridicial’ and specific institutions of social control (the asylum,

the prison, the school) developed:
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Rather than a massive censorship, beginning with the
verbgl proprieties imposed by the Age of Reason, what
was }nvolved was a regulated and polymorphous incitement
to discourse" (Foucault, 1980a, 34).

From this time, governments became aware that they were dealing
with ‘populations’ rather than 'subjects’;  the science of demography

provided the analysis, and contraceptive technology the tools, of

"population control’:

"One of the great innovations in the techniques of power
in the eighteenth century was the emergence of
'population’ as an economic and political problem:
population as wealth, population as manpower or labour
capacity, population balanced between its own growth and
the resources it commanded. Governments perceived that
they were not dealing simply with subjects, or even with
a 'people’, but with a ‘population’. with its specific
phenomena and its peculiar variables: birth and death
rates, life expectancy, fertility, state of health,
frequency of illnesses, patterns of diet and habitation.
All these variables were situated at the point where the
characteristic movements of life and the specific
effects of institutions intersected... At the heart of
this economic and political problem of population was
sex: it was necessary to analyse the birthrate, the age
of marriage, the legitimate and illegitimate births, the
precocity and frequency of sexual relations, the ways of
making them fertile or sterile, the effects of unmarried
life or of the prohibitions, the impact of contraceptive
practices..." (Foucault 1980a, 25-26).

Foucault's view that human sexuality is politically important to
governments in terms of the ’‘control of populations’ (Campioni and
Gross, 1983; Giddens, 1982; Sheridan, 1980) provides a useful basis
for a reading of war-time and post-war government documents:
fertility control and 'manpower planning’ were important

considerations in the period of post-war reconstruction and had far-

reaching implications for women’s lives.

Another important insight relevant to an analysis of post-war
women's education is Foucault’'s recognition that, despite its overt

children’'s sexuality was in fact continually monitored and

repression,
'state apparatusses’

controlled in secondary schools and other
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(Althusser 1971a). Speaking

schools, he commented:

of

"On the whole, one can

hardly spoken of at all
only has to glance over
rules of discipline,

organisation: the
preoccupation. ..

i

What

discourse of the institution
and which

address itself,
made it function-was
that this sexuality
active, and ever present”

Despite the overt repression

1981;

practices inside schools and other

throughout history (Olssen,

centred around it:

"What is peculiar to

question

largely based
existed,

modern

eighteenth century French secondary

have the impression that sex was

n these institutions. But one
the architectural layout, the
and their whole internal

of sex was a constant

one might call the internal
the one it employed to
circulated among those who
on this assumption
it was precocious,
1980 28).

that
(Foucault,

of children’s sexuality in schools

Tennant, 1977), many cultural

social institutions may be seen as

societies, in fact, is not

that they consigned sex to a shallow existence, but that

they dedicated

themselves

to speaking of it ad

infinitum, while exploiting it as the secret" (Foucault,

1980a, 35).

While many other civilisations

had well-developed traditions of

"ars erotica’, European civilisation had a ’'scientia sexualis’' the
regulation of sexuality having given rise to a plethora of new
‘professionals’. The medieval 'confessional’ had been replaced by

psychiatrists, social workers, doctors and counsellors:

"OQurs is, after all,
officials are paid to
the secrets of their sex:
it, and the interest one
have far surpassed the
that some individuals have
(Foucault, 1980, 7).

Foucault argued that human

largely by medical discourse.

the
listen

sexuality was

only «civilisation in which

to all and sundry impart
as if the urge to talk about
hopes to arouse by doing so,

possibilities of being heard, so

offered their ears for hire"

shaped and controlled
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The 'medicalisation of sex’ as outlined by Foucault is a useful

co . .
ncept to pursue in reading documents of the post-war era. Doctors

advised on issues of sexual morality (Department of Health, 1955;
Ehrenreich and English, 1979; Fenwick, 1980; Hulbert, 1943) as well

as questions of 'public health’. Such sex education as there was in

the secondary schools of the immediate post-war years usually took

place under the rubric of 'general science’ (Department of Education,
1942, 1959 edition). In the remainder of this chapter Foucault's
framework will be brought to bear in an analysis of women in the war,

the ideology of the post-war woman, and her schooling.

NEW ZEALAND WOMEN, THE WAR AND VIEWS OF THE POST-WAR RECONSTRUCTION

i. Women's Work

In order to understand government policies on women in the post-
war era it is necessary to have some knowledge of the work New Zealand
women had done during the war and the changes in their lives brought

about during the years of post-war reconstruction.

As noted previously, during the war women had served in non-combat
duties in the armed forces and, here in New Zealand, had filled jobs
normally done by men in ’'essential industries’. According to Sutch

(1966, 284)

"Thousands of women were in the armed forces, some
75,000 women were in the Women's War Service Auxiliary
for co-ordinating and directing all women's war work;
women were working in many occupations usually those of
men; under the compulsory labour laws, 147,000 women
were registered for direction to take jobs, and
direction orders were given to some 37,000. That is,
both men and women were conscripted for essential
civilian work".

Little has been written in New Zealand about the experiences of
women during the war (Olssen and Levesque, 1978; Sutch, 1966). A

recent paper by Cook (1984) has presented a useful analysis of

articles by or about women in the New Zealand Women's Weekly and The

New Zealand Listener from the war years until 1950. Cook (1984, 2)

argued that, although the war had offered women new opportunities, it

had
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"

--.still served to accentuate the separation of male
apd.female wor lds. The male world was centred around
military service, to be rewarded with a hero's welcome
and‘rehabilitation schemes, while the female world was
to 'keep the home fires burning’ in the work-place and
the home until ’'the boys came home’."

The contribution of women was regarded as essential to the war

effort. A New Zealand Army education pamphlet entitled Women and the

War gives an insight into some of the questions which were being

debated during the war with regard to women’'s ’'place’:

"...today nations at war pit the whole of their peoples
against their enemies. Total war demands the strength
and ability of women to oppose the strength of enemy
women. We are now, after four years of total war,
beginning to understand the gravity and significance of
this fact. The novelty of women in unexpected jobs has
begun to wear off. The elements of drama and surprise
are yeilding to those of endurance and steady work.
Every month has made it more apparent that this is a war
in which women are necessary in the factories and in the
Forces and that it cannot be won without their help"
(N.Z. Army, 1943b, 3).

The readers of the pamphlet were asked to consider the impli-

cations of these changes:

"New Zealand men are going to war, New Zealand women are
going to work, and a lot of previous plans and theories
are going overboard-whether temporarily or for ever it
is not possible to foretell. What can be done, though,
is to look at some of the more important problems not
from the women's point of view, nor from the men’s but
from the point of view of thinking citizens in a
democratic country" (N.Z. Army, 1943b, 10).

The 'danger’ that women would not want to give up their jobs after
the war was considered, but it was thought to be "unlikely that New
Zealand women would lose their affection for homes or children even
uniform” (N.Z. Army, 1943b, 11). However, it was

equal pay for equal work and the

after years in

recognised that questions such as

right of married women to remain in paid employment would be raised

after the war.
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Although there has been little analysis of the post-war work
experiences of New Zealand women, Reekie (1983) employed oral history
techniques in studying the experiences of West Australian women as war
workers and in the immediate post-war period. Like Cook, Reekie
argued that the war did not change the dominant ideology of ‘women'’s
place’. She observed that after the war, many West Australian middle-
class women willingly left their jobs to return to domestic life (a

phenomenon also described in the American context by Friedan, 1963):

"Although official attitudes were characterised by a
quiet and often unstated expectation that married women
would leave the workforce, they do not amount to an
ideological campaign to push them out. It seems likely
that propaganda reinforcement was simply unnecessary to
ensure the removal of most married women from their
positions. Ideas that a woman’s place was in the home
were not changed by the three years of Australian
involvement in the war" (Reekie, 1983, 59).

Although more research on this is needed in New Zealand, there is
some evidence (Cook, 1984; Olssen and Levesque, 1978) that women here
were willing, after long years of separation, to devote themselves to
domestic life. However, as Reekie (1983) noted in the case of Western
Australia, working-class women, who had always ‘'had to work’ for

financial reasons, continued to do so.

The decision of women to leave the paid work-force was reinforced
by the psychological theories of the time. British research into
'maternal deprivation’ experienced by war-time evacuees or war orphans
in institutions was frequently used as ammunition against the 'working
mother’ (Bland et al, 1979; Ehrenreich and English, 1979; Freidan,
1965; McDonald, 1978). A New Zealand Army pamphlet (1943b, 15) posed

the question:

"Many women with families are now working. Are children
bound to suffer if they are deprived of maternal care?
Or is the problem solved by the care that free
kindergartens and schools provide? After the war,
should married women be allowed to work if their
husbands are working and if there is a demand for

women's labour?” (p 15)
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The issue of the ‘'working mother’' was also raised in connection
with the ‘population problem’. For example, an army education

pamphlet asked the military to consider this question:

"If women leave their homes to work, will the birth-rate
suffer? Is it possible for women to work and for the
birth-rate to increase too? How could this be ensured?"
(N.Z. Army, 1943b, 1)

ii. The 'Population Problem’

Here in New Zealand, as elsewhere in the western world (Bland et
al, 1979a, 1979b), there was a firm belief that the prosperity of the
post-war world would depend on a rapidly increasing population (Cook,
1984; Fenwick, 1980; Sutch, 1966). An education pamphlet issued

for discussion in the New Zealand Armed Forces in 1943 argued that

"for every New Zealander who thinks seriously about the
future of his country, the population problem is of
basic importance... If, as 1is possible, the total
population begins to decline within the next fifty
years, then obviously the future of New Zealand as a
nation is in jeopardy" (N.Z. Army, 1943a, 3).

The birth-rate had declined during the depression of the 1930s
(Sutch, 1966), consequently there was concern over the aging of the

population. During the 1930s and 1940s there had been heated debates

in New Zealand over the issue of 'birth control’ (Fenwick, 1980).
While Catholics and others had lobbied against it on moral grounds,

likely effect on population growth.

planners became concerned at its
1

An army pamphlet, written by leading demographers of the time,
solely to the availability of

asked

whether the decline was due

contraceptive technology. Increased equality between the sexes and a

more 'permissive’ moral climate were also blamed for the decline:

"That decline in the birth-rate commenced in most
countries about the time when birth control propaganda
became intensive. Birth control explains the means apd
speed of the decline, not the primary cause, which is
much more difficult to determine” (N.Z. Army, 1943a, 8-

9).
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There may always have been among women a latent desire
to be delivered from the burden of large families, but
the prgsence of moral sentiments prevented this. The
loosening of religious and moral sanctions has
undoubtedly paved the way for birth control, and the

crusade for equality of the sexes has accelerated its
progress (N.Z. Army, 1943a, 10-11).

In 1946, a Parliamentary Select Committee on Dominion Population
was set up. The Labour government introduced social welfare policies
designed to support the one-income family, e.g. increased 'family
benefits’ (Cook, 1984; Koopman-Boyden, 1983; Olssen and Levesque,
1978: Sutch, 1966). The 'population problem’ was widely debated in
the popular media of the 1940s (Cook, 1984).

It is interesting to note that, at least in the army education
materials, the rhetoric of behavioural engineering was brought to bear
on this question. Women's reluctance to have large families was, at

least in this context, posed as a medical problem:

"The medical and psychological reasons include fears of
all kinds-fear of actual childbirth, of maternal
mortality, the presence of morbid or pathological
conditions, and many other considerations...” (N.Z.
Army, 1943a, 10).

"If our medical research were concentrated on these
matters, and if measures were taken to make the results
of research available to all, the cogency of these
considerations could no doubt be greatly lessened within
a decade. They have so far been neglected compared with
other medical problems” (N.Z. Army, 1943a, 10).

iii. Sexual Morality

Although the standard for pakeha women’'s sexual morality in New
Zealand had been one of virginity until marriage (Department of
Education, 1942, 1959 edition; Department of Health, 1955; Olssen
and Levesque, 1978;), actual conduct did not always match up to the
ideal. For example, Olssen and Levesque (1978, 11) noted that in 1913
"over one-third of brides under thirty were pregnant by their wedding
date". A psychologist, well-known during the 1940s for his 'liberal

views', commented in 1942 that questions of sexual morality
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come %nto sharper focus in wartime because of the
hysteria, the excitment and the lack of emotional
balapce that often accompany wartime conditions. This
wartime emotional excitement is often phrased in terms
of a.lowering of the moral standards. As to this way of
stating the matter I would add this point: moral
standards have been changing in our society continuously
for the past several generations. These changes have
followed closely on wider social changes brought about
by the impact of invention and technology on our social
life. Whether these moral changes represent
retrogression or whether they represent rather the
somewhat blind struggles of individual human beings
trying to work out some better and more enlightened form
of adjustment between the sexes is difficult to decide
objectively. Most often the matter is decided on the
basis of emotion and prejudice and becomes a question of
the older generations versus the younger. Therefore I
will not prejudge the issue. But in terms of my own
prejudices I will take as the major assumption the idea
that wartime conditions are speeding up this business of
moral change" (Beaglehole, 1942/3, pp. 8-9).

During the war, many New Zealand women experienced long
separations from their boyfriends, fiances or husbands; by the end of
1942 "every available man of military age had been called up for
military service and over 100,000 others were in the Home Guard"
(Sutch, 1966, 284). Sutch (1966, 288) commented that "Apart from the
Soviet Union, New Zealand had a higher proportion of its citizens in
the armed forces than any of its other allies". While New Zealand
servicemen were overseas, this country accomodated "42,000 U.S.

Marines round Auckland and Wellington" (Sutch, 1966, 243).

The American servicemen were entertained by young New Zealand
women in ‘'hospitality’ or 'Service' «clubs, which were run by a
coalition of groups such as the Young Women's Christian Association
(Y.W.C.A.) The women who danced with the Americans in these clubs
were given clear instructions by club organisers on questions of
ettiquette, morality, patriotism and the dangers of V.D. The lectures
which were used to instruct these women (Y.W.C.A, 1942/3) provide a
useful insight into the social construction of female sexuality during
the war years and expectations for post-war domestic life. While
entertaining the Americans to make them 'feel at home’' was described
as a patriotic duty, young women with lovers overseas were required to

be faithful. Fidelity was their form of 'national service'.
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For example, Lynn (1942/3) addressed the issue of women as morale-
boosters for the troops, echoing a view which had also been
characteristic of the years leading up to the First World War (Olssen,

1980; Tennant, 1977). She described women's sexuality as having a
political function:

"women all down the ages have been the conservers of the
race and cherished the idea that at the core life has
something precious and real that is good and worth
fighting for, worth any man keeping his hands and heart
clean for" (Lynn, 1942/3, 3).

Hostesses were told that attention to their physical appearance

was a necessary part of the war effort:

"of course we should make ourselves as attractive to the

eye as possible. Clothes, nails, teeth, face and hair
all count... If we are ourselves aware that our clothes
and looks are right we can be delivered from self-
consciousness. That is very necessary, for as good

hostesses we must be more interested in our guests than
in ourselves" (pp 4-5).

New Zealand girls were warned not to be 'swept off their feet’' by

the urbane sophistication of ‘our American guests’:

"With my own eyes I have seen a Marine walking up the
street with a New Zealand girl decked with a most
charming spray, who gazed most adoringly at him while he

looked straight ahead all unconcerned. That spray was
of no more consequence to him than if he had just paid
her tram fare. We are so inexperienced and

unsophisticated that we swallow the bait whole, instead
of nibbling gracefully, too wary to be caught” (p 6).

New Zealand women were warned not to be seduced by the Americans'’
gifts of furs or chocolates, for their first responsibility was to

keep high the morale of the New Zealand troops overseas:

"The New Zealanders are our fellow countrymen. Perhaps
they could take a few lessons in manners and chlyalry,
take more pride in themselves and their clothes while to
pursue their education would improve them too, but they
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:rg the men we shall marry after the war. It is not
€lng a good hostess, let alone a diplomatic New
Zealander, to let them get their noses out of joint by

not seeming to look after them now... Our New Zealanders
are the post-war men of New Zealand, as we are the post-
war women..." (Lynn, 1942/3, p 7).

American men, it was said, were used to much more egalitarian

relationships with their women peers than was the custom in New
Zealand:

"Most American schools are co-educational. Boys and
girls grow up together, competing in classrooms and on
the debating platform all their lives. Boys are

accustomed to making dates with girls from a very early
age. It is the proper thing to have a girl to take
about, and since a larger proportion of girls go to
University than here, the boys are more used to sharing
the interests of their study and college life with
girls. More women take up careers and participate in
business, and moreover expect to continue whether they
marry or not. That means that economically women are
freer, and all these causes contribute to the fact that
in North America men are inclined to treat women as
their equals.” (Lynn, 1942/3, p 5).

Despite the likely advantages of the American male from the
woman's point of view, the promise of a more 'egalitarian’
relationship, she was asked to forgo this - as part of the war effort,

her form of ’'national service’, she must be 'faithful.’

iv. Preparation For the 'Boys’ Return

Plans for, and discussions of, post-war reconstruction were based
on the assumption that women’'s place was in the home (Cook, 1984;
Nash, 1943; Olssen and Levesque, 1978; Reekie, 1983). Perhaps the
trials of long separations had led to an accentuation of the ideology
of romantic love. For example, Beaglehole (1942/3, 9) expressed his
concern at the unrealness of the fantasies of romantic domestic bliss

embodied in the popular music of the time ('Tea For Two', 'Just Molly

and Me'):

"Our society believes that the only justificat@on for
sex is to be found within the framework of marriage...
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we SF111. use romantic love as the justification for
fglllng.ln love. We think of the man as the dominant
figure in the partnership, of the woman as shy, passive,
eyen coy. Once love comes, 1t comes to stay and along
with love comes a romantic idealisation of the virtues,
beauty and ideal qualities of the partner together with
an expectation of pain and discomfort should one become
separated, and attitudes of jealousy if there is a
threat of losing ones partner to a rival. If these
words seem but words, study carefully the sentiments of
our popular songs. They ooze romantic love and they
analyse its impact and its effect on young people from
every conceivable angle and point of view."

The popular printed media of the time contained numerous articles
advising women how to prepare for the men's homecoming (Cook, 1984;
Reekie, 1983). Women's efforts were to be devoted to helping their
men to adjust to «civilian life. Male-dominance in the home was
commonly assumed. For example, in a lecture to Service Club Hostesses

Mr and Mrs A.B. Cochrane advised young women in the following manner:

He. ..."the more a woman knows about her husband’s
background the better-the strategy and geography of the
war, the significance of events, the mentality of the
soldier. A knowledge of such things will enable her to
take a more intelligent interest in her husband’'s past
activities and inevitable prejudices. At all times
self-education for homemaking 1is important but it is
doubly so in the case we are considering.

She. Why so?

He. Because in this case the woman will need all the time
and energy she can muster to devote to her husband's
needs, and if she is so inefficient in the home that she
ends the day worn out and frazzled, well what sort of
attention will he get?

She. Obviously very little. Did you notice that the Family
Relations Clinic of America estimated that half the
divorces are due to faulty household management?
Inability to budget within her husband’'s income came
first, bad cooking second... This present period of
enforced waiting can be very profitably used in
learning homecraft-cooking, the principles of good
feeding, child psychology, dressmaking, how to budget,
care of the baby, the arts of decorating, entertaining,
etc. What I should like to see started is a regular
School for Marriage" (Cochrane and Cochrane, 1942/3).
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You
Ng women were also encouraged to prepare for marriage through

le 1 ' ’
arning the 'facts’ of human reproduction. One doctor of the time

commented in the course of a

dangers of V.D. ('Your

lecture to Service Club Hostesses on the

Responsibility to Public Health’) that most

young women of the time were ignorant of the nature and functions of

their reproductive organs:

"in all groups of women one finds a surprisingly large
pumber who possess very little, or else a very
1naccurate, knowledge of their own bodies - or their
organs and the function each performs. A false sense of
modesty has usually prevented reference to her organs of
reproduction and consequently she may reach maturity
knowing little of these parts within her which are going
to have such a tremendous effect, emotionally and
physically, on her well being" (Smith, 1942, p.13).

Doctors and the clergy were considered as suitable sources of sex

education in preparation for marriage. For example:

"A woman should know the best methods of contraception
and something of the technique of sexual intercourse.
If she knows of a good doctor with modern ideas, she
might well consult him. Failing that she should at
least read some of the many good books on the subject”
(Cochrane and Cochrane, 1942/3 p 24).

The list of recommended books given to Service Club Hostesses were

written either by clergy (’'Christian marriage’) or doctors.

v. Summary

Foucault'’'s concept of the 'polymorphous techniques of power’ is
illustrated in the expectations of women at the conclusion of World
War Two. The discussions on 'population’ and the 'medicalisation of
sex’ directly involved women's sexuality. The 'social problems’ of
the fall in the birth-rate and concern with the vocational and
personal rehabilitation of military men were to be solved by women's
resumption of a domestic role after the war: women would increase the
birth-rate and would nurture men and children. The control of
viewed as an issue of political concern and sex

sexuality was
education was to be in the hands of 'scientific’ medical experts. The
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ne i - : :
Xt section will review attitudes towards female sexuality and

profe831onality as laid down in government educational documents.

THE ‘OFFICIAL IDEOLOGY' OF THE POST-WAR WOMAN'S EDUCATION

i. The Concept of Ideology

This section presents a feminist reading of key government
documents which embody what sociologists of education (e.g. Wolpe,
1974) have termed the ‘official ideology’ of women's education. The
term 'ideology’' has had a chequered history in sociological thought
and 1is wused in different senses by Marxists, structuralists,
functionalists and sociologists of knowledge (Apple, 1979; Flude and
Ahier, 1974: Giroux, 1982; Meighan, 1981; Sharp, 1980; Williams,
1973). Contemporary sociologists of education (e.g. Meighan, 1981;
Sharp., 1980) have described two common senses in which the term is

used.

The first meaning, as expressed in The German Ideology (Marx and

Engels, 1846; 1978 edition) is in the sense of the ruling ideas of an
epoch which serve to legitimate existing class relations. According
to this view, in capitalist societies, the bourgeoisie control not
only the means of material production, but also the means of

intellectual production and dissemination:

"The ideas of the ruling class are in every epoch the
ruling ideas, 1i.e. the class which 1is the ruling
material force of society, is at the same time its
ruling intellectual force. The class which has the
means of material production at 1its disposal, has
control at the same time over the means of mental
production, so that thereby, generally speaking, the
ideas of those who lack the means of mental production
are subject to it" (Marx and Engels, 1946, 1978
edition, 64).

This analysis has considerable appeal to students of contemporary
state education systems who wish to analyse policy statements in

Marxist terms. According to the perspective in The German Ideology,

educational policy-makers would be seen as ideologists of the ruling

class and educational policies as a legitimation of existing class

relations:
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TTg division of labour...manifests itself...in the
Iublng class as' the division of mental and material
tz our,.so that inside this class one part appears as
'de th%nkers of the class (its active, conceptive
1 eologlst§, who make the perfecting of the illusion of
the class its chief source of livelihood)" (Marx and
Engels, 1846, 1978 edition, 65).
This strand of Marxist thought has been severely criticised by
Some contemporary educational theorists. For example, Sharp (1980,

91) argued that it conveys a mechanistic model of human beings - a

"copceptualisation of subordinate classes as passively
manipulated victims of propaganda disseminated by a
cynical and self-interested, but all-knowing ruling
class; it thus reinforces a naive conspiracy theory of
society, and tends to reduce the concept of ideology to
nothing but lies".

A second sense in which Marxists and contemporary sociologists of
education have used the term, 'ideology' has been described by
Williams (1973) and others as less deterministic, as "...competing
belief systems...alternative patterns of ideas that coexist and
compete for acceptance” (Meighan, 1981, 155). Williams (1973) has
argued that ideology 1in this sense refers to the system of ideas
appropriate to a class; one can then speak of 'bourgeois ideology’' or
‘'proletarian ideology’, even 'feminist ideology’. Rather than being
passive victims, existing in a state of false consciousness, oppressed
groups are seen as generating their own ideologies which may challenge

those of dominant groups.

The term ‘official ideology’ of education refers to the statements
and assumptions in educational policy documents. These tend to be
products of lengthy debates and submissions, of contestation. A
useful illustration of this has been given by Sutch (1966, 266-267) in
his discussion of the debates which took place during the 1930s-1940s
and culminated in the writing of the 'Thomas Report’ (Department of
Education, 1942, 1959 edition). Sutch pointed out that, although many
of the Department of Education’s senior staff and academic
universities had been strongly influenced by

educationists from the

‘progressivism’, their views were diluted and overshadowed by those of

commercial groups and business organisations who regarded schools as
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places to provide them with shorthand typists, clerical

:9Pk§PSZ shop assistants, and factory hands with
lsqlpllned ways and a knowledge of 'practical’
subjects. They were opposed to giving a longer

education to children who were to be the mass of their
workers. The political weight of these organizations,
the customary thinking of most of the community, and the
presence of the vested interest groups in the community
pro@uced a report which spoke with two voices. In
achleving unanimity, the committee expounded the
phllosophy of a good education for boys and girls while,
In effect. it met the interests of the businessmen and
the traditionalists, including those who thought that
secondary education for girls who were not bright or not
taking a commerical course meant occupying their time
with cooking and sewing" (Sutch, 1966,267).

In the next section, I shall analyse the Thomas Report as an
example of the ‘official ideology of girls’ education’ (Wolpe, 1974)
in post-war New Zealand. It will be argued that this ideology was
contradictory: academic girls were to share the promise of equality
of opportunity promised by the expansion of the availability of
secondary education in the post-war years. However, they were also to
be educated for their role as housewives, a role in which they were

expected to be financially dependent.

ii. The Thomas Report and its Aftermath
The 'common core curriculum’ for New Zealand secondary schools was
laid down during the War in the Department of Education’s 1942 report,

The Post-Primary School Curriculum (commonly referred to as the

‘"Thomas Report’). This report stated the official ideology for
education in post-war New Zealand. Its aims were overtly political in
sketching a blueprint of a liberal democracy whose citizens would
receive an education differentiated on grounds of both 'merit’ and
gender. The post-war woman would receive a general education, but

would also be trained specifically for the roles of housewife and

mother.

The overarching aims of post-war secondary education were that

"all post-primary pupils, irrespective of their Yarying
abilities and their varying occupational ambitions,
receive a generous and well-balanced education. Such an
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igucation would aim, firstly, at the full development of
h_e adolescent.as a person; and, secondly, at preparing
ilm for an active place in our New Zealand society as

workerf neighbour homemaker and citizen" (Department of
Education, 1959 edition, 5).

Policy., then, was aimed at producing a particular form of society.
The Thomas Committee was aware that fascism was an ever-present threat

and argued that education was a means of protecting 'democratic

values':

"Reform depends in the last analysis on the existence of
a public which will think of education less as a means
of individual advancement, and more as a means of
creating an educated community. We think, however, that
the time has come for a vigorous attempt to give
adolescents a richer and better balanced education than
they have had in the past. This conviction is
strengthened by recent events. If they have a lesson
for us it is that the human values we sum up in the word
‘democracy’ have too much been taken for granted. They
are still threatened from without, and only active
effort and unceasing vigilance can make them more secure
within. The schools thus have the overriding duty of
helping pupils to understand them and live in accordance
with them, in other words of assisting to build up a
democratic society capable of both defending its
essential values and of widening and deepening their
influence” (Department of Education, 1942, 1959
edition p 5).

The subjects of the 'common core’ were intended to provide a
general liberal education in the first three years of secondary school
"as an aid to growth and as a general preparation for life in a modern
democratic community" (p 6). All pupils were to take social studies,
mathematics, English, general science, physical education, music, art

and craft. However, girls were to receive in addition specific

training for domesticity:

"An intelligent parent would wish a daughter to have, in
addition, the knowledge, skill and taste required.to
manage a home well and make it a pleasant place to live

in" (p 17).
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Sex differentiation was an explicit assumption of the report; in
its aij ; .
aims of education as preparation for life as "worker, neighbour,

homemaker and citizen", the Thomas Committee intended the 'homemaker'

part to apply only to girls. Furthermore the category 'worker’' was

gender - coded (MacDonald, 1980a). Although throughout most of the
report the schools’ clients were spoken of in gender-neutral terms as
'pupils’ (the male pronoun being wused throughout in the common usage
of the time to mean 'he or she’), in some contexts pupils were spoken
of specifically as 'boys’ or 'girls’'- agriculture, engineering
shopwork and woodwork, as School Certificate options, were
specifically spoken of as boys'’ subjects. All girls, however, were to

receive instruction in home crafts as a component of the compulsory

core:

"We think that the course of every girl attending a
post-primary school should contain studies and

activities directly related to the home. We have
provided for such studies in part through the optional
subjects Homecraft and Clothing. In order to ensure

that the needs are met of those girls who do not include
these options in their courses we recommend that Home
Crafts be included in the core" (p 46).

It was suggested that

"there is a wide field from which suitable topics can be
selected, e.g. mothercraft, housewifery, house planning,
dress design and pattern making, clothing, laundry work,
cookery, and meal planning” (p 46).

In addition to this compulsory element, the report contained
specific recommendations for the 'domestic training’ of girls in other
subjects of the core and in School Certificate options. For example,

in Elementary Mathematics it was suggested that

"Differentiation between courses for boys and for girls
is permissable, and often, indeed, desirable. :..Thgre
should be extensive interrelation of Mathematics Wlth
other subjects, as, for example, in the use of numgrlcal
and graphical methods to solve problems in $c1?nce,
Social Studies, Homecraft, and workshop activities (p

39).
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Under the heading ‘Arts and Crafts’ it was recommended that

jln addition to music, every pupil should have a course
in a'substantial craft as a core subject... 1In many
boys’ schools woodwork and metalwork will be the crafts
most readily available and in many girls’' schools the

homecrafts and embroidery will probably take first
place" (p 43).

As a School Certificate option, Embroidery was described as "an
excellent activity for girls, giving scope for the acquirement of
skill in a craft that women have practised throughout recorded
history” (p 59). Homecraft was seen as a viable option for fifth form

girls to other science options:

"On the assumption that all girls will have core General
Science and that some will take one of the science
options, we recommend the substitution of the one option
Homecraft. We have in mind a course that is very
closely related to the life of the home and its members,
and that conceives of home-making as an art that calls
not only for practical efficiency but also for taste and
an understanding of non-material needs" (p 70).

The Thomas Report was in part an enlightened statement of the aims
of a liberal/progressive education, however, a feminist reading shows
it to be based on firm assumptions of differentiated sex-roles.
Although education for home life may in some senses be regarded as a
worthy aim of schooling, the report made it clear that it was only
girls who were to receive this domestic training. The ideology of
domestic femininity generated during the war years was clearly

embodied in the thinking of educational policy-makers.

Interestingly, both sexes were to receive some form of sex
education. Concern was expressed that "many boys and girls (though by
no means all) grow up without an adequate knowledge of sex, or without
a sufficiently stable sex ethic, or without either of these things" (p
55). It was argued that "every adolescent should know the facts of

reproduction” (p 53) - parents should answer questions on this

honestly from "the first years of childhood"” (p 53), and "At the post-
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primary stage this knowledge should be extended in lessons in biology
and in the anatomy and physiology of the human reproductive system" (p
54) - this was to be taught wunder the rubric of General Science.
However, although 'sound knowledge’' was ‘essential’, "in itself,
knowledge is plainly not enough to ensure right conduct” (p 54). The
‘sex ethic’ was seen as "an aspect of general ethics" and as such,
taught largely indirectly through the "general atmosphere of the
school and the quality of the discipline which results from its day-
to-day life" (p 54). Whether such a sex ethic was directly taught or
‘caught’, the message intended by the report was clear-sex belonged
only within marriage for the procreation of children. Echoing a

Freudian psychology and the assumptions of the ’'Protestant Work Ethic’

the report stated that:

"Adolescent boys and girls can understand that self-
control is necessary to a balanced life, that some
redirection of primitive energies is a condition of
achievement not only in sport, but also in other
activities, and that fitness for marriage and parenthood
at a high level must of necessity involve a period of
waiting. So, too, with respect for others. A
conscience even ordinarily sensitive can appreciate the
danger of doing harm to another, and the adolescent can
be brought to see that a healthy community is one in
which normal family life can flourish and to understand
the bearing of this truth on his personal attitude to
sex" (p 54).

The impact of the Thomas Report on the New Zealand secondary
schools has been assessed by a number of historians (McLaren, 1974;
Sutch, 1966; Whitehead, 1974). The report was adopted by
government and made official in the 'Education (Post-Primary
Instruction) Regulations of 1945.° However its implementation was
made difficult because of the sudden vast increase in the pupil

population and the drastic shortage of teachers.

The Free Place Scheme, introduced by the Liberal government at the
turn of the century, had led to an increase in the proportion of
secondary school aged pupils remaining at school. With the coming to

power of the first Labour Government in 1935, an egalitarian

philosophy of education was put into practice. The report of Peter
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Fraser, first Labour Minister of Education, has now, in the words of

Whitehead, (1974, 53), "...been accorded a status comparable with a

biblical text":

"The government's objective, broadly expressed, is
thgt every person, whatever his level of academic
ability, whether he be rich or poor, whether he live in
town or country, has a right as a citizen, to a free
education of the kind for which he is best fitted, and

to the fullest extent of his powers" (quoted in
Whitehead, 1974, 53).

In order to accomodate an influx of pupils who would, up to this
time, not have attended a secondary school, the pattern of
‘'multilateral comprehensives’ was adopted. Reasons for this have been

suggested by Whitehead (1974, 54):

"Theoretically, provision could have been made for
separate schools for the majority of children unsuited
to traditional academic courses...but this idea was
impractical for two reasons: the population was too
scattered, and it was inimical to the strong sense of
egalitarianism that has traditionally characterised the
country’'s social attitudes"”.

Whitehead reported that in 1945, 57% of children aged between
fifteen and sixteen years of age were at secondary schools, whereas by
1970, this figure had risen to 85%. Suddenly, schools which had been
oriented to teaching the majority of +their pupils an academic course
aiming towards higher education, had to address a different group of
adolescents, for which their teachers’ backgrounds and training had
not prepared them. The practice of 'setting’ (streaming according to
subjects taken) became the dominant pattern of school organisation

(Department of Education, 1962; Sutch, 1966):

"Almost without exception, schools organised their third
and fourth-form classes into professional, general,
technical and commercial courses and the level of
performance of pupils by teachers varied accordingly”

(Whitehead, 1974, 58).
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A further reason for the sudden increase in school enrollments was

that the post-war women's retreat into domesticity had led to the
population explosion commonly known as the
McLaren (1974, 97-98) reported that

‘post-war baby boom.’

"Primary school enrollments, which had remained static
at about 280,000 from 1930-43 had, by 1951, reached
351,000, and by 1955 453,000. The annual average
increase of 10,000 pupils each year from 1943-50 rose to
29,000 between 1950 and 1955, and in 1959 it remained as
high as 18,000. Birth-rate statistics for the period
throw light on the troubles of the schools; in 1933
there were 27,000 births. in 1945, 39,000, in 1946,
50,000 and in 1955, 56,000."

McLaren (1974, 99) commented that at this time the planners in the
Department of Education were ‘"scarcely numerate"; their estimate of

the secondary school enrollment for 1959 was 66,000 - there were in
fact 90,000 pupils.

As the children of the post-war baby boom hit the secondary
schools, the system "struggled through one of the worst staffing
emergencies imaginable" (Whitehead, 1874, 60). According to McLaren
(1974, 122), day-to-day survival was probably highest on most
teachers’ minds, and teachers found it difficult to adjust to the new

"types’ of students. He (1974, 122) noted that

"Children in the lower-ability groups were all too often
foisted upon the least experienced teachers who seldom
knew how to initiate them 1into what, to many, seemed an
alien and hostile world".

During the post-war years, the proportion of secondary school

teachers who were university graduates declined, and it was accepted

that

"Many non-graduate secondary teachers are, however,
excellent for general subjects and those with experience
in primary schools are often more able than many
graduate teachers to understand the needs and interests
of the nonacademic third of the secondary school
population” (MaclLaren, 1971, 126).
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McLaren noted that schools which were unable to fill vacancies

were forced to enrol classes with the Department of Education’s
Correspondence School in Wellington.

These demographic changes had specific effects on girl pupils and
On women as teachers and prospective teachers. McLaren (1971, 126)
noted that because of the teacher shortage "many girls were
disadvantaged because of the shortage of well qualified science and
mathematics teachers in girls’ schools." Many women secondary
teachers who had married and were living near schools with staff

shortages were encouraged to return to teaching on a part-time basis:

"The increasing dependence of secondary schools during
the ‘crisis years' upon anyone who was available threw
an added burden upon full-time teachers. Married
women, ...make up a growing proportion of the part-time
teaching force" (Mclaren, 1974, 126).

From the point of view of the Department of Education, the
recruitment of women into teaching, including the re-employment of
married women, became a neccessity. The concept of ‘part-time work’
was a response to this. The ’‘reserve army’ of married women's labour
(Marx, 1976 edition) was once again ‘called up’ into national service,

despite the ideology of feminine domesticity of the immediate post-war

years.

iii. Juvenile Delinquency and Sex Education

During the 1950s, there was widespread public concern with the
issue of what came to be referred to in the media as 'juvenile
delinquency’'. 1In 1954 a Special Committee on Moral Delinguency in
Children and Adolescents produced the infamous 'Mazengarb Report’, a
copy of which was sent to every household (McLaren, 1974; D.
MacDonald, 1978; Olssen and Levesque, 1978). Secondary schools were
seen by radical critics of the time (Ausubel, 1960) as unnecessarily
sort of 'paramilitary’ subculture -

repressive, reproducing a

uniforms, regimentation (lining up, marching), corporal punishment,

the English public school ‘'prefect system’ etc. Others saw the
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schoo C L
ls as centres of undisciplined permissiveness and 'Beebyism’?

and ‘playway’' were seen as responsible for the lax moral standards of
delinquent youth (discussed by Department of Education, 1962;

McLaren, 1974). An outcome of this was the re-opening of the ’'single-

se - i , . . .
X Vs co-educational debate’. However, after considering the issue,

the Currie Commission decided, in the early 1960s "to make no
recommendation on the matter" (Department of Education, 1962, 222).
The issue of female sexual promiscuity became a question once more in
the arena of public debate. This was described largely as a ’‘social
disease’', thus invoking the rhetoric of medical science, according to

which sex education should ideally be carried out by the medical

expert.

The 1959 reprint of the Thomas Report contained a footnote (p 54)
recommending parents to consult the Health Department pamphlets issued

in 1955 on Sex and the Adolescent Girl and Sex and the Adolescent Boy.

The girls’ pamphlet contained an explanation of the working of the
female reproductive system. It also included the specific moral

stricture that

"It is generally accepted by the society in which we
live that sexual intercourse and the physical part of
lovemaking that leads to it are part of the relationship
between men and women within the sanctity of marriage.
The reason for this is that its purpose is for the
creation of new life. It is the physical expression of
the deep love that exists between two people who have
vowed to spend their lives together. Outside marriage
where there is no lasting affection and no true respect
for each other, the physical expression of love can only
bring disappointment and make for unhappiness”
(Department of Health, 1955, 7).

The Health Department pamphlet was reiterating the classical
concepts of marriage, sex and fidelity. That premarital sex had
become common during the early parts of the 20th century and in the

1920s (Beaglehole, 1943; Olssen and Levesque, 1978) is not mentioned-

2. Dr. C.E. Beeby was Director General of Education in the immediate
post-war years. The 'progressive’ inference he brought to bear was

known popularly as 'playway’.
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sex belonged only in marriage. The onus for controlling sexual desire

was placed firmly on the girl:

?Sexual desire is the natural desire in us for sexual
%ntercourse or for the love-making which leads on to
intercourse. In most of us it is the desire to attract
boys and be touched by them in various intimate ways.
This is often referred to as flirting. Petting is a
term used to describe caressing and other forms of love-
making which sometimes take place between boys and
girls. The inevitable result of this is a desire for

sexual intercourse. This is not always aroused so
strqngly in girls, but we should remember that sexual
desire is much more easily aroused in boys... The

responsiblity of controlling our desires lies with us
and we find that boys respect girls who have a natural
dignity and control” (pp 6-7).

The ’'double standard’ was explicit: men have ‘uncontrollable’
urges, which virtuous women (who do not have such urges) must curb for
them!

In 1962, the Commission on Education (’'Currie Commision’)
published its report. This commission had been called together by the
National Government to investigate among other things, ’juvenile
delinquency’ and the teacher shortage. The concern that 'delinquency’
might be produced, or at least encouraged, by 'modern teaching

methods’' was dismissed by the Currie Report (Department of Education,

1962, 660):

"Some allegations were made before the Commission that
modern permissive methods in the classroom are
themselves causes of delinquency y others that
authoritarian severity by school teachers 1is also to
blame. No evidence was presented that supported either

contention..."

For the Currie Commission, schools were blameless:

" _the school environment, with its emphasis on orderly
behaviour and good moral conduct, is normally a‘strong
positive influence against delinquency. Delinquent
tendencies already present in some children may.be and
probably are sometimes accentuated by poor teaching, be
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it too. permissive on the one hand or too rigidly
repressive on the other” (p 660).

Concern was expressed in the report over the high rate of Maori
court appearances (p 657). The recommendations on the teaching of
Maori were linked to this concern. The rapidly accelerating drift of
Maoris to the cities after the war was seen as giving rise to
‘problems’ in inner city schools. New state housing areas were also
Seen as giving rise to neighbourhood 'social problems’ (p 662) and
departmental initiative in providing discretionary staffing and access
to cheap state housing for teachers prepared to work in these
‘difficult areas’ was recommended (p 662). Please were made for the

upgrading of support services for the schools:

"If by various welfare and remedial agencies help can be
given to at least some children who would otherwise become a
drag on and a danger to society, so that they lead ultimately
a good and useful 1life, then the effort is not only worth
while on humanitarian grounds but also worth while on the
grounds of economy" (p 663).

In the report, then, the school was seen as ideally a part of the
wider network of state apparatusses. For example, the Currie
Commission quoted from the 1960 Report of the Child Welfare Division

upon its 'preventive work’:

"Increasing requests for the assistance of Child Welfare
Officers are made from a wide range of sources,
including parents, teachers, police, neighbours,
lawyers, nurses, doctors, and other social service
agencies both voluntary and public" (p 664).

Such an approach has been criticised by radical critics such as

Szasz (1970), Cicourel and Kitsuse (1962), Nash (1980) in that

" .the expansion of the schools, and especially of the
public schools into the mental health field is thus but
a symptom of the general expansion of the activities of
the modern bureaucratic state" (Szasz, 1970, 142).
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1v. The Teacher Shortage and its Implications For Girls’' Education

During the 1960s the young woman in a top academic stream would

have felt strong pressures on her to take up teaching as a career. In

its deliberations on the ‘problem of the teacher shortage’, the Currie
Commission noted that

"...the recruitment needs of teaching are not the same
for men and women. The Post-primary Studentship and
Bursary schemes recruit men and women in roughly equal
numbers; there are about three women to every man in
the Division A [primary] course of training; and
recruitment to the courses for homecraft, maths and
science, and commercial subjects is limited almost
exclusively to women. A more accurate estimate of the
future recruitment needs of the teaching profession,
considering boys and girls separately, would therefore
be as follows: in the years immediately ahead two boys
in every 13 sixth form leavers and one girl in every two
must be recruited to a scheme of teacher training. By
the early seventies these rates may be expected to fall
back to one boy in every eight sixth form leavers and
two girls in every five. In view of the differing
vocational aspirations of sixth form boys and girls,
concerning which the Commission has made its own
enquiries, it considers these theoretical rates to be
exacting but attainable. They nevertheless represent a
formidable challenge to recruitment” (Department of
Education, 1962, 585).

Another recommendation was that the Department recruit teachers

from overseas:

"whenever there is any possibility of reasonable numbers
of teachers of good quality being secured, it recommends
that an officer be sent overseas for whatever period
seems desirable to stimulate and organise the flow of
recruits. Nevertheless, even though the Commission
hopes for good results from such efforts, it remains
true that the great majority of the teachers needed must
be recruited from New Zealand sources” (p 585).

Increases in teachers’ salaries were also recommended as a means
of attracting school-leavers into teaching. Financial incentives
were strong - a school leaver on a studentship could support her/him-
self financially, as the studentship paid enough to pay full board for

an academic year in a university hall of residence, private board, or
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a flat, with some spending money left over. Students having to live
away from their families (such as rural students) could support
themselves with no further financial support from their parents. To

pay for items such as books and clothes, a student could take a casual

job during the summer vacation; the men factory work - freezing
works, car assembly plant - farm or other kinds of labouring,
(building sites, roads, etc). Girls found work in hotels, offices,

factories, fruit picking, cleaning and cooking, nurse aiding in
general and psychiatric hospitals. Students worked alongside adults

from many different backgrounds.

The various teachers’ studentships offered a chance to rural
students to move permanently to the city, or to have three or four
vears training in the city, then to return to life in a rural area.
Young women, offered the choice of teaching or nursing, saw these as
opportunities for emotional and financial independence. Their choice
of profession was supported by their families, their teachers, the
Department of Education, and the government. The loss of young
teachers during this time of 'labour shortage’' was cause for concern,
one researcher noting, in 1966 that "Each year an appreciable number
leave teaching to take up broadcasting, air-hostessing, data-

processing, mission work, and so on" (Watson, 1966, 150).

Conditions in the schools of the time can be ascertained by
studying school records. Wanganui Girls’ College is a state secondary
school in a provincial town with a boarding hostel attached. During
the 1960s teacher shortage, the principal, Miss A. J. Page, commented
in detail in her annual reports on the difficulties this situation was

causing in the day-to-day running of the school. In 1961, she wrote:

"At this time last vear I was facing a happier prospect
than I had previously known and may never know again. I
knew that when the school opened in February it would be
fully staffed. At the moment I do not think any
principal in New Zealand is so happily placed. Our
share of difficulty 1is our share of national trouble,
and as many of you realise it is trouble which cquld
develop into a national disaster. People sometimes
compare school today with schools twenty years ago .:.In
that far distant time, principals not only advertised
for the staff they wanted, but selected ?he most
promising and the most suitable applicant. Timetables
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wgre not remade several times each year to cope with the
kKind of situation that arises when the only available
replacement for a teacher of mathematics and science is

3)teacher of geography and social studies" (Page, 1961,

The activities of the government'’'s recruitment drives was evident:

one staff member had earned a principal’s job in a private school, and

"During the past year four members of the staff have
been married and there will be another staff wedding
soon after the close of school... One teacher from
England has completed her contract and is returning.
Two have applied successfully for posts in other
schools. We have recently welcomed one new mistress
from England, but in the last few days have farewelled
seven staff members. It is some consolation that I have
written several letters of welcome" (Page, 1961, p.8).

The effectiveness of the recruiting campaign in getting a half of
all sixth form girls into the teaching profession (Department of
Education, 1962, ©585) was evident at Wanganui Girl’'s College.

Speaking of the school-leavers of the previous year, the Principal

noted

"Recently we have had the pleasure of seeing a number of
the girls who left school at the end of last year and
went to the wuniversity..." [Wanganui, as a small
provincial city, has no university-students had to go to
one of the larger centers] "...They have all passed
the first section of their degree. Eight of them hold
post-primary studentships, 1i.e. they are training for
post-primary teaching. This year seven girls have been
accepted for this studentship, twenty-six for Training
College, and four for the Homecraft Course. Obviously
we are ploughing some of the profits back into the
business” ( Page, 1961, 8-9).

Teaching was presented as a worthy occupation, in the traditions

of ’'service’ for women:

"When I advise various senior girls to take up teaching
I act honestly, but I am equally honest when I say that
the plight of secondary schools throughout'the country
is a grave matter that requires the attention of every

responsible citizen" (Page, 1961, 10).
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The rhe i i i i
toric of paid work as ‘national service’ for women struck

familiar chords in the ears of the women and men of the World War Two

generation. In this context, the discourse of demography was brought

to bear not on women's role in increasing the birth rate - this they

had done rather too successfully - but on their potential as paid

workers in a time of national emergency.

The expressed needs of the state in this time of labour shortage
stimulated research by government supported agencies such as the New
Zealand Council for Educational Research (NZCER). A study by Watson,
then one of the staff of NZCER, provides a useful insight into the way
women teachers were seen by some of the planners of the time.
Watson’s study of the "marrying behaviour of women teachers”" (Watson,
1966) appeared in a symposium on ‘manpower planning’ in the first
issue of NZCER's journal, the New Zealand Journal of Educational
Studies (NZJES).

Watson accepted the need for the government to recruit and retain

more married women teachers, noting that

"in 1965 over 13% of the women recruited to the primary
service and over 11% of those recruited to secondary
teaching in New Zealand were women returning to the
classroom after a break of at least five years"
(Watson, 1966, 149).

Intending his research to be used in the planning of teacher

recruitment campaigns, Watson argued the need for

"systematic assessments of the potential supply, as well
as an informed appreciation of the geographical and
sociological circumstances of teachers who have married”

(Watson, 1966, 151).

Watson's analysis shows how easily an unwary sociologist can be
hoist with the petard of his own theoretical base. His research
problem was that of an educational planner, trying to provide data

which could be used for 'manpower planning’ purposes by the Department

of Education. Perceiving the Department’s 'needs’ as retention of
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newl i .
Yy trained teachers and re-recruitment of married women teachers

who had left the service, Watson (1966, 149) argued in behaviourist
terms:

"Wh;le administrators may lament, or take comfort from
v151ops. of the numbers that may be lured back,
surprisingly little effort has been made to study the

marrying behaviour of women recruited to different
professions”.

Framed in this mechanistic mode, Watson's analysis was primarily
statistical. He provided figures to show that, although most young
women teachers at the time delayed marriage until they had completed
their training, by the time they were between 21 and 24 years old, the
majority had married. Watson (1966, 155) viewed this as cause for

concern:

...1t is frequently assumed that prolonged schooling
and professional training or obligations bring about a
tendency to defer marriage plans. Unfortunately the
evidence used to support this assumption seems often to
be little more than anecdotal, and a study of the ages
at which this sample of teacher-brides have married
provides little support for it."

However, Watson’'s study of marriage statistics also showed that
while 31% of the general population of brides had married by the age
of 20, this was true of only 6% of the teacher trainees. Since women
who married during their training automatically lost their
studentship, this was hardly surprising. Marriage and a career
(sexuality and intellectuality) were thus defined as antithetical by
the state-upon marriage, a women was expected to assume a domestic

role. No such penalty applied to men who married during training.

Watson's study rested largely on quantitative data, an analysis of

marriage statistics. In interpreting the figures he made no attempt

. . . L in or
to understand women's experiences; their reasons for remaining 1

giving up teaching, their feelings about social expectations for them

as wives and mothers or the rigid sexual moral code which was imposed

upon them. Instead, Watson fell back on a naive and unacknowledged
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functi i .
lonalism, the dominant sociological paradigm (Kuhn, 1962;

Wil . .
son, 1970) of his time. Like much research of its era, his

analysis is skewed by the
to rest.

functionalist assumptions on which it seems
Without any supporting evidence, but echoing Talcott Parsons
(see Eichler, 1980; Friedan, 1963;
1974;

Lengermann et al, 1978; Oakley,
Stanley and Wise, 1983), Watson stated that

‘Men engage in an occupation for economic reasons, even
if they do not need to, and sooner or later most of them
have families to support. While there is a minority of
both. single and married women who have strong
commitments to their jobs most women, on the other hand,
enter the occupational world only as a short adventure
between school and marriage, or else they work as a
means of supplementing the family income. Thus, for a
man, an occupation or a profession is his dominant
'social role’, but for a woman it is her marriage that
is pivotal” (Watson, 1966, 159-160).

Similarly, Watson noted that other studies overseas had

"repeatedly reported a strong and consistant tendency
for the career plans of men teachers to be related
primarily to factors intrinsic to their work (pay,
social status working conditions, etc) while those of
women are related primarily to factors extrinsic to
their work (marriage, family plans, needs of relatives,
etc)... This confirmation of what administrators have
known all along implies that the improvement of
teachers’ salaries and conditions of work may be
expected to have a beneficial effect mainly on the
retention of yvoung men teachers, and much less effect,
relatively, on the the retention of newly-trained women
teachers” (Watson, 1966, 160).

Watson's data contains some useful material on the social mobility
of women teachers. However, his interpretation of this was written
from the androcentric bias which characterised social stratification
studies of the 1960s,?® in that a woman’'s status was measured only in

relation to that of a man - her father, or her husband:

3. Discussed in Chapter Five.



For the purposes of the present analysis the
occupgt%ons of the fathers of teacher-brides have been
class;f}ed into five categories, and compared with the
classification of their husbands’ occupations: (a)
profe§sional—administrative— technical, (b) clerical,
(c) highly skilled or skilled (d) semi-skilled, and (e)
farmers. It could be  argued that this 1is an
upsatisfactory form of comparison since husbands at the
tlmg Qf their marriage are likely to occupy a more lowly
position than that which they might reasonably expect to
attain during the subsequent ten years or so. Again, it
could also be argued that because of the age factor,
occupation at time of marriage is not a very
satisfactory index of status vis a vis that of the
father in law” (Watson, 1966, 156).

However, Watson provided some interesting evidence that school-
teaching did, during the 1960s, provide a route to upward social
mobility for women from working-class backgrounds in the sense that
they married ’'executive or professional’ men. Watson also suggested
that many of these marriages may have been between couples from
working-class backgrounds in that both partners had taken advantage of

post-war educational and employment opportunities:

"more than half of the professional men or executives
who have married secondary women teachers have accepted
wives from a working class background, and within the
same group three-fifths of the women from the homes of
semi-skilled or unskilled workers have married
professional and executive men. It may be, of course,
that these marriages were between couples who have taken
equal advantage of their educational opportunities as a
means of rising above their working class origins.
They are the new arrivals, perhaps, in the mobility
contest"” (Watson, 1966, 157).

If further analysis of demographic statistics of the 1960s proved
Watson right in this, it would be an interesting illustration of sex-
stereotyping in occupational choice: social mobility for working-
class men meant a choice of professional or business occupations,

while for women it meant a narrow choice of teaching, nursing or

secretarial work (Department of Labour, 1980).
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SUMMARY

This chapter has outlined some of the structural constraints on,
and ideologies pertaining to, the post-war woman and her schooling in
New Zealand. Drawing on a framework for analysis constructed by
Foucault, it has been argued that sexuality has acquired a

v

"...specific political significance in modern times
because it concerns characteristics and activities that
are at the intersection between the discipline of the
body and the control of the population" (Giddens, 1982,
219-220).

This framework has proved a useful one in reading key documents of
the period. The themes identified by Foucault as the 'medicalisation
of sex’ and the demographic rhetoric of 'manpower planning’ have been
shown to have characterised the social construction of female
sexuality during the war and in the years of post-war reconstruction.
These assumptions also shaped the thinking of the policy-makers and
researchers who created the plans for women’'s education in post-war

New Zealand.

The blueprint laid down for women's education in the Thomas Report
was for a broad general education plus specific, and compulsory,
training for domesticity. Sex was to be dealt with in schools as a
topic in General Science, and questions of sexual morality were not to
be raised-sex, according to the dominant ideology, belonged only
within marriage. Overt sexuality of young people outside marriage was
seen as 'delinquent’ - as a manifestation of a 'social disease’ which
could be prevented and cured by agencies of the state by means of
social engineering. Careers for girl school-leavers were to be seen

only, in Watson’'s words (1966, 159), as a "short adventure between

school and marriage” or as a means of providing ‘'pin money’'. Once

married, a woman was to devote her energies to home and family, her

husband’'s career assuming primacy.

However, the drastic labour shortage in the post-war Yyears

necessitated the recruitment of married women back into the work-
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force. The need was especially great in teaching, as the large birth

cohorts of the baby-boom hit the schools. This meant that girl

secondary school pupils of the 1960s were exposed to a strong

recruitment drive by the Department of Education and were pressured to

tak i . .
€ up teaching as a career, powerful financial incentives being

offered as an added attraction. At the same time, there was a

determined effort on the part of the Department of Education to

recruit married women who had left teaching back into the profession.

During the war, women had been exposed to the ideology that
marriage for women necessitated a domestic role. The re-recruitment
drives implied something of an ideological shift; formerly pressured
to give up their jobs to returned servicemen, women were once again
being ‘called up’ into national service. The rhetoric of 'national
emergency’ and 'national service' was reactivated in peace-time, the
‘reserve army’ (Marx, 1867, 1976 edition) of women's labour being once

more required.

As discussed in Chapter Two, socialist feminists have argued that
the situation of the wage-earning married woman has exposed
contradictions in the ideologies of femininity and of liberalism. 1In
the life-history chapters of this thesis, these contradictions will be
explored further as individual women describe and interpret their

manifestations in their daily lives.
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CHAPTER FOUR

PERSPECTIVES IN THE SOCIOLOGY

OF WOMEN'S EDUCATION
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This chapter provides a critical overview of what McDonald (1980b,
13) has called the "sociology of women's education’. Selecting my
material on the basis of its relevance to the present study, I have
included feminist critiques of major perspectives in the sociology of
education as well as research on the education of women and girls from
a feminist (i.e. liberal, radical and socialist) perspective. My
purpose is to identify in the international literature those
theoretical and conceptual tools which are wuseful to a study of

women's school experiences in post-war New Zealand.

As McDonald has observed, there is a growing literature,
containing a "diversity of material and forms of analysis now
available for the study of women’s education" (McDonald, 1980b, 13).
However, the literature of the sociology of women's education is
scattered throughout journals, books and unpublished conference papers
addressed to three different audiences: women's studies, sociology,
and educational studies. Issues of importance to the feminist
academic community, such as questions of feminist epistemology,
pedagogy and methodology tend to be published in the feminist press
(e.g. Bowles and Klein, 1982; Keohane, 1982, Spender, 1983), while
the works of feminist educationists working within one of the dominant
sociological paradigms, such as functionalism or Marxism, may be more
'visible’ within ’'Education’ books and journals (e.g. Arnot, 1981,

1984; McRobbie, 1978a).

This chapter offers a critique of liberal, radical feminist and
socialist feminist perspectives in the sociology of women’'s education.
These approaches provide a useful starting point for my analysis of
the schooling and educational experiences of individual feminist women
in the post-war era in New Zealand. Apart from a few local
illustrative examples, the content of this chapter is drawn primarily
from British, North American and Australian sources. The next chapter

will overview the relevant New Zealand material.

LIBERAL FEMINISM AND THE NORMATIVE PARADIGM

Liberal feminist research in the sociology of education falls

within what has been termed the ‘normative paradigm’ (Wilson, 1970;
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Lawton, 1975).

Research in this tradition shares at least some of the
following three characteristics. First, it adopts as suitable for the
social sciences a positivist (usually quantitative) methodology

modelled on the natural sciences. Second, it rests on functionalist

assumptions about human nature and society. Although the androcentric
assumptions of functionalism's ‘founding fathers' have been rigorously
criticised by feminist sociologists (e.g. Eichler, 1980; Friedan,
1963; Lengermann et al, 1978; Oakley, 1974; Schwendinger and
Schwendinger, 1971),! 1liberal feminist research leaves aspects of the
basic functionalist framework intact in its acceptance of current
social structures and its implicitly behaviourist (Wilson, 1970)
theory of socialisation - women and girls are seen as victims of their
stereotyped conditioning for social inferiority. The third
characteristic of liberal feminist research in the sociology of
education is its theme of inequality of school achievement between
different groups. This was the dominant theme of educational
sociology in the 1960s (Young and Whitty, 1977), when researchers had
focussed on the 'failure’ rates of working class children and children
from ethnic minorities. Early liberal feminist sociologists of
education adopted this framework applying its rhetoric of ‘cultural
deprivation,’ ’‘disadvantage,’ and 'compensatory education’ to women

and girls.

The central concerns of this early sociology of women’'s education

have been summarised by Wolpe, who observed that

"The literature has primarily chronicled the
inequalities within the school itself, and has then set
out to account for the divergences in the level of
educational attainment of girls as compared to boys and,
thereby, to explain their inescapable failure to achieve
equality with boys in the higher reaches of the
educational system” (Wolpe, 1978, 291).

In what was probably the most comprehensive contemporary statement

of a liberal feminist perspective on women and education, Byrne (1978,

1. See the critique of Watson's research in the previous chapter’for
an illustration of some of the 'androcentric assumptions’ of

functionalists.



83

34) viewed this situation of inequality as being a result of "the

stereotyping of expected roles for men

of these into curricula."

and women and the translation

Liberal feminist sociologists have investigated the nature of
discriminatory career structures (Dept. of Education, 1982) and
practices within schools (Abigail, 1983). The political aims of
liberal feminism are the removal of discriminatory practices and
policies and the active encouragement of women into management
positions and fields of employment non-traditional to their sex
('Girls can do anything’).? ‘Liberal feminist' educational research
is frequently carried out within government departments in order to
provide evidence of inequalities to decisionmaking authorities and to
press for programmes of affirmative action (0'Neil, 1977). These
measures may, of course, be desirable for feminists of all
persuasions: no doubt many socialist and radical feminists also wish
to see more women in senior and non-traditional occupations (see
Eisenstein, 1981). Liberal feminists, however, see a more equitable
distribution of the sexes in the current social formation as an end in

itself.

The liberal feminist perspective has come wunder criticism from
many Sources. For example, from a radical feminist standpoint,
Fenwick noted that the Teacher Career and Promotion Study (Department
of Education, 1982), a major study of career inequalities of men and

women teachers, presented its findings within a male framework in that

"The taken-for-granted 1is the existing hierarchical
promotion structure and the data are oriented towards
testing how well women and men match up to the ’'model

career’ and investigating the reasons for any
deviations...the hierarchical nature of the promotion
system is not challenged by the research”" (Fenwick,
1983, 14-15).

2. 'Girls Can Do Anything’ was the slogan wused in an advertising

campaign in 1984 by the Women's Advisory Committee of the N.Z.
Vocational Training Council.
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From a Marxist position, Wolpe suggested that educational

sociologists abandon the liberal/functionalist framework, since it
merely described

?an unequal system of material and status rewards which
1s said to attach to occupations, but it does not in any
way tell us how that system of inequality is itself
produced... That is to say, since it does not deal with
the conditions of existence of the inequality, it can
only concern itself with a redistribution of actors
while retaining an unequal system" (Wolpe, 1978, 307).

For Wolpe and other Marxist and socialist feminists, such
descriptions must be accounted for by a coherent materialist theory of

capitalist patriarchy.

Eichler (1980) argued that the 'stereotypes’ were, in fact, the
constructions of the scientists who measured them. She suggested
that the wuse of positivist devices such as sex-role stereotyping
scales (see Broverman et al, 1972) may be counter productive in
leading, ironically, to the "reification of sex role stereotypes. The
stereotype takes on a life of its own, becomes normative, and
empirical reality has been stood on its head" (Eichler, 1980, 64).

She commented that

"the widespread publicising through the mass media of
positivist sex-role-stereotyping research may be
counterproductive in that the studies are then given an
aura of scientific credibility... The stereotypes have
been reinforced by science.”

The ethnocentrism of sex-role stereotyping research has been
explored in New Zealand by Pere (1983), who has shown that at least
for the Tuhoe and Ngati Kahungunu tribes (of which she is a member),
the passive 'feminine’ stereotype of ideal womenhood portrayed in sex-
role research did not exist before the coming of the pakeha (European)
- she sees it as an import of the missionaries.

A liberal feminist framework offers little to the analysis of the

lives of feminist teachers in post-war New Zealand apart from a
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description of their under-representation
educational hierachies.

in high status positions in

RADICAL PERSPECTIVES

Both radical feminism and socialist feminism have made major
contributions to the sociology of education, radical feminism having
much in common historically and theoretically with the

phenomenological perspectives of sociology’s 'interpretive paradigm’.

i. Radical Feminism and the Interpretive Paradigm

The questions raised within the radical feminist framework mirror
the central concerns of the sociology of education within the
"interpretive paradigm’ in that the focus of both is on exposing the
cultural biasses of school knowledge and on describing the world from
‘'within’ a particular cultural perspective. The ’'interpretive
paradigm’ in the sociology of education (Wilson, 1970; Lawton, 1975;
Giroux, 1982) is based on a phenomenological view of knowledge as
socially constructed (Berger and Luckmann, 1971) and is concerned with
describing the processes of its construction. Rejecting the
uncritical acceptance by previous functionalist researchers of the
schools’ definitions of 'success’ and 'failure’, researchers in the
‘'new’ sociology of education (Bates, 1978) made problematic what the
functionalists had taken for granted; in the words of Young (1971b,
2), "what counts as educational knowledge, and how it 1is made
available, become objects of enquiry". Within the new perspective,
sociologists of education focussed on both overt and covert dimensions
of school curricula. While sociologists of the curriculum studied the
selection and organisation of 'school’ knowledge (e.g. Young, 1971;
Keddie, 1971; Esland, 1971), classroom interaction researchers
focussed on the social construction of pupil identities in the process
of school and classroom interaction (e.g. Nash, 1973; Hargreaves,
1972). The 'knowledge’ studied came to include the everyday, or
commonsense, as well as the ‘academic’ (Berger and Luckmann, 1971).
The culture of the school and its knowledge codes came to be seen as a
reflection of that of the white middle-class; the rhetoric of
‘cultural deprivation’ was replaced by that of ‘cultural relativism’
(Keddie, 1973; Kleinfield, 1975). The school, not the child, was

. . ’ ’ . 1
seen as primarily responsible for children's failure .
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Research in this paradigm has been criticised from a feminist
perspective by Acker (1981), who noted that in Britain, few of the
‘new’ sociologists of education had addressed the issue of the male
bias of school knowledge, and in this they showed themselves blind to

the relativism of their own perspectives:

"Male researchers clearly have greater access to boys'
schools than do women, thus our sociology of schools is
about boys’' schools and our sociology of youth cultures
about boys’ youth cultures. Consciousness is just as
important. First, one’'s membership in or identification
with a social group shapes one’'s conception of the
problematic. Many of us study aspects of our
autobiographies partially disguised as a ‘'detached’
choice of an interesting problem" (Acker, 1981, 96).

Commenting on the work of phenomenologists, the existentialist

educational philosopher Maxine Greene observed that

"it is interesting that Berger and Luckman talk of a
‘reality interpreted by men’, because the constructs
normally used for mapping and interpreting the common-
sense world are largely those defined by males. It
seems evident that, whenever they were developed, the
dominant modes of ordering and categorizing experiences
of private as well as public life have been functions of
largely male perspectives - because in Western culture,
males have been the dominant group, the ones in power"
(Greene, 1978, 214).

Within this framework, radical feminist educational researchers
have studied the school as a site for the reproduction of patriarchy:
sexist language as control of the 'power of naming’ (Spender, 1980),
the patriarchal biases of academic subjects (Spender, ed. 1981), the
social construction of femininity in the process of classroom
interaction (Clarricoates, 1980; 1978), the nature of patriarchal
power in the academic professions (Bernard, 1973; Spender, 1981b) .
Feminist historians have begun to rewrite the history of education

(Marks, 1976; Stock, 1978; Tennant, 1977) from the perspective of

women's experiences.
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The radical feminist method of generating theory through
'consciousness-raising', of seeking to describe and understand the
experiences of women under patriarchy, is compatible with the
methodologies of the "interpretive paradigm’. While some radical
feminists seek to develop a totally separatist scholarship untainted
by 'male’ theoretical constructs (Rich, 1976), many feminist
sociologists have indicated the compatibility of the 'interpretive’
perspectives with a feminist approach to social science, e.g.
phenomenology (Greene, 1978; Lengermann et al, 1979; Oakley, 1974);
ethnomethodology (Stanley and Wise, 1983); and symbolic interactionism

(Lengermann et al, 1979).

The sociological critiques which have been made of radical
feminist perspectives in the sociology of education are similar to
those made of the interpretive paradigm in general, in that both have
been seen as failing to account adequately for the social realities
they describe. Commenting on the phenomenological framework in the

sociology of education, Sharp and Green (1975,24) noted that it

"does not enable us to pose the question of why it is
that certain institutionalised meanings emerge from
practice rather than others or the extent to which the
channelling of interpreted meanings is socially
structured and related to other significant aspects of
social structure.”

Seeking to develop a theory which will account for, as well as
describe the effects of patriarchy, feminist sociologists of education
have increasingly incorporated Marxist analysis into their theorising;
in the sociology of women’'s education, as in 'mainstream’ sociology of

education, the socialist frameworks have become the dominant paradigm.

ii. Socialist Feminist Perspectives on Education and Schooling

The major foci of socialist feminist educational research have
been described by Arnot® (1981, 109) as, first, "the analysis of the
historical and contemporary nature of state ideology and provision of

women's education,” and, second, "the analysis of the relationship

3. Formerly Madeleine MacDonald
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between female education and the ‘'dual’ location of women in the
family and the waged labour process”. Examples of studies on the
first of these topics are Wolpe's (1974) study of the ‘official
ideology' of British schooling for girls and Cook's (1983) thesis on
the provision of child care in New Zealand: examples of the second
are works by Deem (1978), David (1978), MacDonald/Arnot (Arnot, 1984;
MacDonald, 1979/80), and McRobbie (1978a; 1978b).

This section deals with studies which have analysed three aspects
of schools as agents in the process of the reproduction of class and
gender relations. The first, discussed mainly by structuralist
researchers, is the ’'correspondence’ between the structuring of social
relations in the school with the social relations of the wider
capitalist class structure. This material 1is relevant to my own
observations in later chapters on the streaming practices of New
Zealand secondary schools in the 1960s. The second, related, theme is
the social construction of the ‘virgin/whore’' dichotomy in the
cultures of schools - the cultural reproduction of the ’‘double
standard’. The third is the relation of the family to the school in

the cultural reproduction of class and gender relations.

In Schooling in Capitalist America, Bowles and Gintis studied the

form of the hidden curriculum of the school, which they saw as
corresponding structurally to the social relations of capitalist

production:

"Specifically, the relationships of authority and
control between administrators and teachers, teachers
and students, students and students, and students and
their work replicates the hierarchical division of
labour which dominates the workplace” (Bowles and
Gintis, 1976, 12).

Although Bowles and Gintis recognised some reflection of the
sexual division of labour in the social relations of the school, they
saw this not as a product of the school itself, but as a product of

the family; for them, "...the family's impact on the reproduction of
the sexual division of labour... is distinctly greater than that of

the education system”" (Bowles and Gintis, 1977, 143). However, they
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regarded the social patterns of the family as differing substantially

from those of the workplace in that

"The close personal and emotional relationships of
family life are remote from the impersonal bureaucracy
of the wage-labour system. Indeed, the family is often
esteemed as a refuge from the alienation and psychic
poverty of work life" (Bowles and Gintis, 1977, 144).

David (1978, 167) has criticised Bowles and Gintis's analysis as

contradictory and inconsistent in that

"their application of the 'correspondence principle’
prevents them from understanding how girls get gender-
specific jobs - they ignore the fact that girls and boys
have different experiences of schooling."

According to David, the family cannot in itself reproduce a
gender-divided work-force" because its ideology 1is counter to that
experience: given that there 1is a sexual division of labour in the

economy...this division has to be reproduced” (David, 1978, 167).

Because Bowles and Gintis ignored the overt school curriculum, and
did not see the school as in the business of reproducing gender
relations, their analysis was gender-blind, resting on the assumption
that "within the differential forms of schooling catering for
different sectors of the wage labour force, both sexes experience on
the whole similar conditioning” (MacDonald, 1980b, 17). According to
Wolpe "Their failure to account for the position of women is quite
clear. In the final analysis all they do 1is to ascribe to women a

particular position which is determined by their sex" (Wolpe, 1978,

301).

Since the mid-1970s, much British feminist research 1in the
sociology of education has been influenced by Althusserian
structuralism. Althusser’'s analysis of schooling (1971b) has been
strongly criticised by feminists (e.g. Barrett, 1980; David, 1978;
MacDonald, 1980b), although these and other feminist writers such as

Deem (1978) have found his framework useful. Regarding the family and
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the school as a unit in the process of social reproduction, Althusser
argued that while in medieval times the dominant ‘ideological state
apparatus’ (I.S.A.) was the ’'family-church couple’, since the
introduction of state schools on a universal scale the dominant medium
of cultural reproduction had become the 'family-education couple.’

Althusser argued that the family and school together reproduced

"rules of respect for the sociotechnical division of
labour and ultimately the rules of the order established
by class domination... the reproduction of labour power
requires not only a reproduction of its skills, but
also, at the same time, a reproduction of its submission
to the rules of the established order" (Althusser,
1971b, 132).

Socialist feminists have both criticised and extended Althusser'’s
analysis. While Deem (1978) has argued that it applied equally to the
reproduction of class and gender relations, MacDonald has disagreed,

commenting that

"Althusser concentrates upon class domination with no
mention of the ways in which patriarchal ideology is
transmitted in the school, mediating and contextualising
the ruling ideology of class domination within the
structures of sexual oppression” (MacDonald, 1980b,
19).

In other words, Althusser’s analysis was gender-blind. David
commented that in framing the 'family-education couple’ as the
dominant I.S.A., Althusser has provided a useful starting-point for
the socialist feminist, who can develop it further. However, in

failing to identify the sexual divisions within the family

"his framework does not pose adequately the nature and
form of the link between the family and education. It
asserts that parents trust the teachers to instil
appropriate values into their children. Parents are not
differentiated into mothers and fathers who also have
different posts and positions within the socio-economic
system, which, moreover, have to be sustained" (David,

1978, 165).



91

Rejecting the mechanistic determinism of structuralist accounts,
many British feminist sociologists of education have turned to a
Cultural Studies (Marxist ethnographic) approach. Within this
framework culture is studied in terms of the power relations of

capitalist class formations, culture being viewed, as Giroux (1982,29)

described it, as

"a number of different instances in which power is used
unequally to produce different meanings and practices
which in the final analysis reproduces a particular kind
of society that functions in the interests of a dominant
class. Thus it is more appropriate to speak of cultures
rather than culture.”

Probably the most well-known study of the process of schooling
within the cultural studies perspective is Willis’'s (1977) book,

Learning to Labour. This study of an 'anti-school’ working-class male

subculture is of considerable interest to the socialist feminist, as
Willis regarded patriarchy as a central organising principle of
capitalism and provided evidence of the construction and reproduction

of the ’'double standard’. The 'lads’ regarded women as inferior:

"Their most nuanced and complex attitudes are reserved

for the opposite sex. There is a traditional conflict
in their view of women: they are both sexual objects
and domestic comforters. In essence, this means that

while women must be sexually attractive, they cannot be
sexually experienced” (Willis, 1977, 43).

The ’'lads’ identified two 'ideal types’ of woman: the girlfriend
(or 'missus’, modelled on the mother) and the 'easy lay’. The 'lads’
identity as manual workers was reinforced by their sense of masculine
superiority; inverting the expressed values of the school, they
regarded '‘mental work’ as 'sissy’ or effeminate. At least with
respect to this group of ‘lads’ Willis affirmed the centrality of

patriarchy in the reproduction of capitalist social relations:

"If the currency of femininity were revalued then that
of mental work would have to be too. A member of the
counter school culture can only believe in the
effeminacy of white collar and office work so long as
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wives, girlfriends and mothers are regarded as

re§tr%cted, inferior and incapable of certain things"
(Willis, 1977, 149).

Willis argued the need "for a dialectical and connected notion of
a determinate capitalist patriarchy which transforms and fixes the
whole social totality" (Willis, 1977, 155 #5). 1In this, his quest was
compatible with that of those socialist feminists who have attempted
to analyse the material base of patriarchy (eg. Eisenstein, 1982;
Hartmann, 1981). Like them, Willis was critical of the dualism of
structuralist feminists such as Mitchell (1973; 1974), whom he has
accused of regarding patriarchy as a purely 'ideological’ phenomenon
(Willis, 1977, 155 #5).

Feminist critics of cultural studies have commented on its male

"

bias in that if girls were visible at all, "...it is through men's
eyes as 'birds’, ’‘scrubbers’ or ‘'hangers on’'" (Llewellyn, 1980, 42).
McRobbie has suggested that feminist sociologists of education should
"combine a clear commitment to the analysis of girls’ culture with a
direct engagement with youth culture as it 1is constructed in

sociological and cultural studies"” (McRobbie, 1980, 37).

Feminists have also criticised research in cultural studies on the
same grounds as their critique of structuralist analyses, accusing it
of having ignored or underemphasised, the role of the family in
cultural reproduction. For example, McRobbie accused Willis of

failing to

"integrate these observations on masculinity and
patriarchal culture into the context of the working-
class family. The family 1is the obverse face of hard,
working-class culture, the softer sphere in which
fathers, sons and boyfriends expect to be, and are,
emotionally serviced. It is this link between the lads’
hard outer image and their private experiences -
relations with parents, siblings and girlfriends - that
still needs to be explored” (McRobbie, 1980, 37).

In other words, socialist sociologists of education have been

accused of focussing too exclusively on the school - workplace

relationship.



93

In order to understand the process of cultural reproduction of
class and gender relations, researchers should focus more on the
relationship between the family and the school. Such a perspective
has been adopted in an important Australian study by Connell,

Ashendon, Kessler and Dowsett (1982), who argued (p 30) that

?to understand the education of a teenager thoroughly,
1t was necessary to get to know all the significant
people in it: her family, her friends and her teachers
as well as herself."

In the course of their comparison of the experience of the process
of cultural reproduction in the family and schools of elite private
school pupils with those attending working-class state comprehensives,
these writers found gender to be a central organising principle,

seeing it as

"an extensive and complex pattern, woven through all the
institutions they live in-families, schools, workplaces
- and shapes their lives at every level from public
affairs to basic psychological makeup”" (Connell et al,
1982, 33-34).

Although both the ruling-class and working-class girls in their
study were receiving a 'feminine’ enculturation, there were definite
and specific differences between the two groups. Ruling-class
daughters in academic streams received contradictory messages. As
women they were expected both to train for the professions and to be
attractive to men, i.e. to conform simultaneously to both

"liberal/meritocratic’ and 'feminine' expectations:

"...the pressures from the market are diverse and
sometimes contradictory (when, for example, girls’
schools are expected to produce both marriageable
femininity and high powered academic competitors)”
(Connell et al, 1982, 137).

Academic girls were exposed to gender-specific vocational

pressures in that (as discussed by Bernstein, 1975a) they were steered
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towards those professions deemed appropriate for women: male
resistance being seen as

"likely. to exclude women from that sphere where
caplta}lst authority fuses most completely with
masculinity, management, and therefore deflect career

oriented girls towards the professions" (Connell et al,
1982, 96).

The streaming practices of schools were seen by Connell et al as
central to the construction and reproduction of class and/or gender
identities - an insight which has characterised the work of
sociologists interested in the social organisation of curriculum
knowledge (e.g. Nash, 1973; Hargreaves, 1972; Keddie, 1971).
Connell et al argued that streaming fragmented the pupil population
according to how closely they could master the 'hegemonic curriculum’,
defined as "hierarchically-organised bodies of academic knowledge
appropriated in individual competition" (Connell et al, 1982, 120).

Streaming for these writers was ...not just a once-for-all labelling
of the kids,” but "... a continuing practice by which work and social

life are organised" (p 117). Therefore, they argued, streaming

"...serves to compound the divisions introduced into the
school by the academic curriculum: practical wvs
theoretical, abstract vs applied, ’'bright’ vs ‘dumb’”
(Connell et al, 1982, 121).

The question of the part played by streaming practices in the
reproduction of class and gender identities has received little
attention in the New Zealand context, and will be explored in the case

studies presented in this thesis.

A useful framework for the analysis of how cultural reproduction
takes place within the family and school is that of Bourdieu, who,as

outlined in Chapter One, argued that "each family transmits to its

children, indirectly rather than directly, a certain cultural capital
and a certain ethos” (Bourdieu, 1976, 110). Bourdieu's model has
recently become of considerable interest to feminist sociologists of

education. They have, however, been critical of some of the
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applications of his model in that gender-blind researchers have tended

to under-value the cultural heritage of the mother. For example,

MacDonald (1979/80) has noted that

"by defining cultural capital in terms of the father's
occupation and education, they seem to accept that
either a woman has no class culture or that her culture
is not a significant feature of family pedagogy. The
implication is that the sexual division of labour in
domestic pedagogy ensures that only the man’s culture is
communicated: hence that cultural heredity operates
only through the male lines" (MacDonald, 1979/80, 150).

MacDonald also pointed out that researchers in cultural
reproduction using Bourdieu’'s model have not taken sufficiently into
account "the operation of the sexual division of labour in the
creation and the nature of cultural capital” (MacDonald, 1979/80,
151).

SUMMARY

Much research in the sociology of education (functionalist,
interpretive and Marxist) has been «criticised by feminists as being
‘'gender-blind’. However, the literature of the ’'sociology of women's
education’ offers some useful theoretical and conceptual tools for the

analysis of the school experiences of women in post-war New Zealand.

Three themes central to the sociology of women’s education will be
developed in the course of the 1life history analysis. The first is
the importance of studying the dynamics of the family as an influence
on girls' educational decisions, an issue which many contemporary
sociologists of education, such as Willis (1977), have tended to
underemphasise. Since New Zealand secondary schools 1in the 1960s
streamed their classes on the basis of subject choice (academic,
commercial, homecraft etc), (Department of Education, 1962; Harker,
1975; Sutch, 1966), children’'s academic and vocational futures were
heavily influenced by the choice of course upon entering secondary

school in the third form. As Bourdieu (1976, 113) has expressed it:
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"if success at the highest level of a school career is
still very closely connected to the very earliest stages
of that career, it is also true that very early choices
hgve a great effect on the chances of getting into a
glven branch of higher education and succeeding in it.
In short, crucial decisions have been taken at a very
early stage" (Bourdieu, 1976, 113).

Drawing on Bourdieu’s notion of ’cultural capital’® I shall in the
case studies explore the women’'s adult analyses of how their mothers,
fathers, and other significant adults in their lives influenced their

subject choice.

A second, related, theme is the centrality of social expectations
of ’'femininity’' in girls’ education (Clarricoates, 1978, 1980;
Connell et al, 1980; McRobbie, 1978a, 1978b). The subject choices of
girls have been seen by some sociologists (Connell et al, 1982;
Tilly, 1979) as influenced not only by career aspirations, but also by
family marital strategies: for example, a girl who became a Karitane
nurse could perhaps meet and marry a farmer, a girl who attended
university had a chance of attracting a professional or executive
husband. The liberal ideology of professional autonomy and equality
of opportunity was, in the case of many girls, tempered by parental
ambitions for class endogamy (Bourdieu and Boltanski, 1989; Hodges,
1979) or social mobility. Few sociologists of education have
attempted a case study approach which explores the subtleties of
girls' educational decisions in a social context of contradictory

expectations between professional antonomy and 'femininity'.

A third theme in the sociology of education which is of importance
to this thesis is that distinct, and differentially-valued
typifications of female sexuality (the ‘virgin’ and the 'whore’) are
constructed and reproduced within adolescent youth cultures (McRobbie,
1978b; Willis, 1977). 1In later chapters the typifications of female
intellectuality and sexuality constructed within school-girls’
subcultures associated with academic and commercial streams will be

discussed. It will be argued that the question of subject choice in

4., See Chapter One.
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the third form not only limited future career choices, but. in schools
where streaming by subject choice was practised.

girl's school status and

may have shaped a

self-image as an intellectual and sexual

being (Becker, 1976: Connell et al. 1982: Keddie, 1971).

Before proceeding to the life-histories it is necessary to review
two further themes in the literature. Chapter Five offers a critique
of previous research on social stratification and school success in
New Zealand, discusses research and autobiographical writings by New
Zealand women about their school experiences. and identifies some
further key issues for further exploration in the life-history
analyses. Chapter Six will overview the literature on feminism in New
Zealand in the post-war era as a background to understanding the

"stock of knowledge at hand’ (Berger and Luckmann, 1971; Schutz,
1970a edition) with respect to feminist ideas during the 1970s.

The two chapters which follow, then, provide a further theoretical
orientation and background information which 1is necessary to an
understanding of the New Zealand educational and feminist contexts
within which the individuals to be discussed have planned and lived

their lives.
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CHAPTER FIVE

SOCIOLOGICAL RESEARCH AND THE

EDUCATION OF THE POST-WAR WOMAN:

A NEW ZEALAND PERSPECTIVE
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The dependence of New Zealand sociological thought on theories and
concepts from the northern hemisphere has consequences for local
research. For example, British analyses of 'social class’' may have
limited relevance to New Zealand. Aspects of the contemporary British
sociology of education, which has strongly influenced many New Zealand
university courses in curriculum theory and educational sociology also
have questionable relevance here: is, for example, the subculture of
Birmingham working-class ‘lads’' (Willis, 1977) similar to that of
"anti-school’ New Zealand working-class boys? To what extent are
sociological analyses of the patterns of school resistance of West
Indian girls in a London comprehensive school (Fuller, 1980)
translatable to the school lives of Polynesian girls in state schools
in Otara, or Porirua East, or inner city Auckland? Are the processes
of cultural reproduction described as typical of the state and private
school systems of Australia (Connell et al, 1982) true also for New

Zealand?

The New Zealand researcher in many aspects of the sociology of
education and, specifically, in the sociology of women's education, is
faced with a lack of previous New Zealand studies to build on. In a
‘'state of the art’ paper at the 1979 inaugural conference of the New
Zealand Association For Research in Education (N.Z.A.R.E.) Bates

(1979; 155) concluded that

"The epistemological community of scholars involved in
the sociology of education can be said...to consist of
some two dozen people, roughly half of whom claim to be
engaged in actual research, and a pitifully few graduate
students swelling the body to slightly larger
proportions.”

Bates noted that the New Zealand Journal of Educational Studies

had published only 9 or 10 sociological papers in 13 years (4-5% of
the total), while Delta! in 12 years had published around 40, (25% of
its total contributions) (Bates, 1979). Since Bates'’s review was

published there has been an enthusiastic adoption by younger academics

1. Published by the Department of Education, Massey University,
Palmerston North.
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of some of the theoretical perspectives in the 'new’ sociology of
education and a number of major studies have either appeared or are
about to do so, for example, the recent collections of readings edited

by Ramsay (1984) and Codd, Harker and Nash (1985).

Research in the sociology of women's education in this country is
also scant. In another 'state of the art’ paper at the 1979
N.Z.A.R.E. Conference, Bunce (1980) reviewed existing published works
on women and education in New Zealand. Through searching
bibliographic sources (e.g. Department of Education, 1978; Pickens,
1975, 1976, 1979) she identified 52 theses relating to the education
of women or girls written since 1930. However, there were few
sociological studies amongst these, the majority being either
behaviourist analyses of sex-differences in achievement and learning
of specific 'skills’, or historical studies of individual girls’
schools. Bunce (1980, 25) found that "more attention has been given
to young children and women teachers than to older children or women
in higher education”. New Zealand research on women and education
has consisted largely of psychological studies of 'sex-role
stereotyping’ in early childhood (Ritchie and Ritchie, 1978; Smith,
1980); statistical studies of subject choice (Bunce, 1980); analyses
of sex-role stereotyping in children’s books (Taylor, 1980;
Wainwright et al, 1975), and investigations into the extent of
inequalities between the sexes in the teaching profession (Bunkle,
1975a, 1975b; Department of Education, 1982; Malcolm, 1979;
Webster, 1975).

As yet there have been few feminist studies in New Zealand which
have used the theoretical perspectives of the ’'new’ sociology of
education, although a number of theses are in progress (Jones, 1984).
Hancock (1978) has employed a Gramscian perspective to raise questions
about sexism in the 'male hegemonic’ (Rowbotham, 1973) curriculum.
Jones worked with visiting scholar Helen Freeman on epistemological
problems of separatism and women’'s studies (Freeman and Jones, 1980)
and Abigail (1983), on behalf of the Women's Advisory Committee of the
Vocational Training Council, has recently completed an important
report on the influences in thirteen Wellington secondary schools on

the making of girls’ vocational choice. McDonald (1980) reviewed
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policies and practices in women's education in New Zealand and used
Marx's concept of the 'reserve army’ as an analytic tool in this.
Cook (1983) brought to bear a structuralist perspective to analyse the
politics of child-care; Aitken and Noonan (1980) have investigated
the politics of resource allocation in women's education. Middleton
has undertaken theoretical overviews and critiques (Middleton, 1979;
1980; 1982a; 1982c; 1984c; 1984d; 1984e), analyses of the overt
and hidden curricula of women’s studies courses and other educational
programmes from the perspective of the sociology of the curriculum
(Middleton, 1980; 1982b, 1982d, 1982e, 1983b), and aspects of life-
history analysis (Middleton, 1984a, 1984b) as a methodology in the
sociology of women's education. New Zealand historians have studied
sexist educational ideologies in the late 19th and early 20th
centuries (Tennant, 1977; Olssen, 1981). Openshaw (1984) studied the

sexism of contemporary right-wing educational pressure groups.

This chapter reviews those studies of direct relevance to the life
histories used in this thesis. There has been little published on the
history of education in post-war New Zealand and life-history analysis
as a research technique does not feature in the published literature
of New Zealand educational research. The chapter has two sections.
The first offers a critical review of the sociological literature on
social stratification and schooling in New Zealand. Four aspects will
be covered: studies which have correlated school 'success’ with
'father’'s occupation’, New Zealand studies which have attempted to
devise a satisfactory measure of women's socio-economic status,
studies of rural schooling and educational opportunity, and
perspectives on Maori education. The second section discusses
sociological and autobiographical accounts of women as pupils in New

Zealand secondary schools.
SOCIAL STRATIFICATION AND SCHOOLING

i. Studies of 'Father’s Occupation’ and Pupils’ School ’‘Success’: A
Critique
As in other countries, studies of social stratification and
schooling in New Zealand have used ’'father's occupation’ as the

measure of socio-economic status. This section will offer a critique
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of researchers’ ‘androcentricity’ (Oakley, 1974). In focussing on
statistical correlations between father's occupation and pupils’
school success, subject or vocational choice, researchers have
disregarded the mother's influence, which, as the case studies in this

thesis will illustrate, 1is particularly important in the case of
girls.

A useful study of school streaming practices was carried out by
Harker (1975) who studied the 1968 intake of pupils in "one large
comprehensive school, typical of suburban, co-educational schools
throughout New Zealand" (Harker, 1975, 332). Harker classified the
pupils into four groups according to their fathers’ occupations:
professional, upper white collar, lower white collar, and manual. He
then studied and compared these groups of children’s performance in
the tests which had been administered by the school to all its third
form entrants to assist in its streaming practices. This battery of
tests comprised achievement tests in reading and arithmetic and
N.Z.C.E.R’'s standardised 'I.Q.’' test, the O0.T.I.S. Harker found a
significant relationship between father’'s occupation and achievement
on the tests. Citing an earlier study by Elley (1969), Harker (p.
333) concluded that

"Despite its egalitarian philosophy, New Zealand is not
exempted from the universal tendency for ability to
flourish more in the home of the professional man than
in that of his non-professional neighbour. Intelligence
in New Zealand 1is distributed throughout the social
status hierarchy in the same way as it occurs in other
westernized countries.”

As in most urban New Zealand secondary schools of the 1960s, the
children in Harker's case study were offered the choice of the
following courses: academic/professional (Latin and French), or
technical (commercial and home science for the girls, woodwork and
metalwork for the boys). Harker found that in the school he studied,
"the professional stratum has 60% of its members in the top three
streams while the manual stream has only 13%" (Harker, 1975, 334).
Harker did not elaborate on the extent to which the final allocation

of the children to classes was done on the basis of the OTIS test or
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on actual subject choice-school practices at the time varied on this.
However, he noted that there was "a marked preference for the more
academic subjects on the part of the higher socio-economic strata (79%
for the professional stratum against 11% for the manual stratum),
Latin and French combined" (Harker, 1975, 334). 64% of the girls

doing the commercial - home science course came from homes in which

the father was a manual worker.

In using ’'father’'s occupation’ as the measure of pupils’ social
status, Harker's study was typical of the approaches taken to this
topic in New Zealand. The Elley and Irving scale (Elley and Irving,
1972; 1976) was an instrument for measuring the socio-economic status
of school-pupils’ fathers which has been widely used by New Zealand
educational researchers. This scale gave equal weighting to income
and 'level of educational qualifications’ and ranked the employed New
Zealand male population on a 6-point scale. Elley and Irving

commented that

"Father’'s occupation is not only a convenient variable
on which to collect information; it has been found to
correlate very highly in many developed countries with
other indices of socio-economic status much more
difficult to acquire, such as educational level and
income level of parents, material possessions, number of
books in the home, location and type of home, etc”
(Elley and Irving, 1976, 25-26).

However convenient Elley and Irving's scale may be, its disregard
of the mother’'s ’‘cultural capital’ may be misleading. Particularly is
this so if professional men tend to marry highly educated women, who
in turn become, as mothers, influential on their children’s

aspirations and school performance.

To illustrate this strange blindness on the part of social
researchers, and to develop the analysis further, I shall describe an
American study which has been highly influential on New Zealand
liberal feminists (e.g. Kedgley, 1982). This study, by Hennig and
Jardim (1979), is one of the few pieces of qualitative research on

"successful’ women which has used a life-history method and provides a
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particularly useful perspective from which to criticise New Zealand
educational 'stratification’ studies. Like many quantitative studies
it emphasised the correlation of daughter's and father's status, but
overlooked the mother's ’'cultural capital.’ This was revealed in

Hennig and Jardim’'s case studies.

Hennig and Jardim studied women who had been highly successful in
business management. They surveyed over 3,000 woman managers, and
followed up 25 of these with in-depth life-history interviews. The 25
were all senior executives in finance and banking who had entered the

work force during the 1930s depression. The authors noted that all

twenty-five

"had had extremely close relationships with their
fathers and had been involved in an unusually wide range
of traditionally masculine activities 1in the company of
their fathers, beginning when they were very young.
They believed that they had been given unusually strong
support by their families in following their own
interests regardless of the sex-role attributes of those
interests... they thought that they had developed a very
early preference for the company of men rather than of
women" (Hennig and Jardim, 1979, 76).

Hennig and Jardim found that all of these women were only or
first-born children, born into upwardly aspiring middle-class families
and that

"The fathers of +twenty two of the twenty-five held
management positions in business. The other three were
college administrators. Twenty-four of the twenty-five
mothers were housewives" (Hennig and Jardim, 1979, 77 -
emphasis mine).

Hennig and Jardim described these women’'s childhoods and
adolescences as a time of increasing identification with their fathers
and rejection of the restrictions of their mothers’ subordinate role

as 'housewife’:

"Fathers and daughters shared interests and activities
traditionally regarded as appropriate only for fathers
and sons: physical activity, the acquisition of outdoor
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skills, an aggressive wish to achieve and finally a
willingness to compete" (Hennig and Jardim, 1979, 80).

Mothers were

"remembered as rather quiet people who exerted their
influence from time to time, but who usually gave in to
the final wishes of their husbands...For each of the
twenty-five their 'typical’ mother provided a warm,
caring and socially sanctioned feminine model, a model
they shared with their peers, while their fathers
supported them and confirmed them in believing that
these were not binding models of behaviour but a matter
of choice and option-and that the roles themselves could
be readily modified...While their mothers confirmed them
as little girls, their fathers confirmed their freedom
to be more than the traditional little girl was allowed
to be and this very early confirmation of their right to
do and be more than the traditional role reserved for
little girls remained with them throughout their
careers"” (Hennig and Jardim, 1979, 82).

Hennig and Jardim argued that as these women grew up, they
resented increasingly the woman’'s housewifely role, although they did
not reject their biological femaleness as such. During adolescence
there were tensions in their relationships with their mothers. The

authors noted

"a determined struggle not to be submerged by the
restricted, confining woman’'s role and on this basis
their hostility and resentment toward their mothers
emerged. They came to see their mothers as having given
up the struggle and as attempting now to make them do
the same" (Hennig and Jardim, 1979, 98).

Orienting themselves towards a career on the male professional

pattern, these women chose to

"establish much closer relationships with their male
peers than with other women (men would confirm them,
women would consider them odd); choose a career related
to their father’'s and work almost exclusively in the
company of men" (Hennig and Jardim, 1979, 107).
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Bearing in mind the fact that these were women of the generation
which entered the work-force during the 1930s, when few female 'role
models’ in their profession existed, it 1is not surprising that they
identified male 'mentors’ in their professional lives. However, these
and other researchers into educational and professional 'success’ have
ommitted to study the influence of the mother in a child’'s school
success. Despite the fact that Hennig and Jardim’s women could
identify a strong relationship and identification with their fathers
as formative of their aspirations, it was probably the mother (24 of
the 25 were 'housewives’') who spent more time with the child in her
early years-as senior businessmen, the fathers would, presumably, have

worked long hours. Hennig and Jardim noted that

"The educational level reached by twenty-three of the
mothers was at least equal to that of the fathers and in
thirteen cases the mother’'s education was in fact
superior to that of the father's. The parents’
education ranged from high school diplomas to the
doctorate, which was held by two fathers" (Hennig and
Jardim, 1979, 77 underlining mine).

Presumably the mother’'s education must have been influential in
their daughters’ aspirations and school success - the authors did not
explore this at all in their book. The mother’'s influence was seen as
negative - these woman managers did not want the role of 'housewife’.
However, the mothers must also, as child-rearers, and as highly
educated, have passed on some positive traits to their daughters. The
"cultural capital’ of the mother as an influence on the school success
which is wusually a pre-requisite, to careers 1in management 1is
invisible in studies which employ 'fathers occupation’ as the sole

index of socio-economic ’'status’.

A New Zealand study of woman business managers by Place (1981)
also associated '‘masculine’ qualities with success 1in business. On
the basis of a postal questionnaire and interviews with 130 woman

managers, Place argued that

"two influential themes emerge: father achievement
identification and the development of a sense of
environmental control. Since the majority of
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respondents did not have mothers employed outside the
home, their most constant feminine model was considered
to be home-orientated rather than career-orientated.
The fathers who were seen by their daughters to be
successful were largely self-employed, mainly on their
own farms but some with their own business. It is noted
that masculine scorers [on an 'androgyny’ scalel? came
from a farming background, where it was a common
occurrence for farming fathers to take their 4-year-old
children of either sex out on the farm with them,
'helping’ with the farming chores. Thus masculine
achievement was shared at an early age, before school
days reduced such opportunities and before the girls
could be channelled into helping mother in the house and

identifying strongly with the feminine role" (Place,
1981, 57).

Like Hennig and Jardim, Place classified the mothers as
"housewives’, arguing that it was the women managers' relationship
with their fathers which had been significant in their success in a
‘non-traditional’ occupation. However, a recent survey of farmers'’

wives by Straight Furrow magazine (the magazine of N.Z. Federated

Farmers) has suggested another possible 1line of investigation. The

questionnaire elicited

"1436 responses from many different farming situations
and most of the respondents (89.9%) shared the manual
work of the farm. That is quite apart from the
household tasks, the farmstead activities of keeping
poultry, growing fruit and vegetables, preserving and
cooking for casual and permanent employees"” (Straight
Furrow, March 4, 1982, p 37).

It could well be that the mothers of these women were a much
stronger influence on their daughters than Place suggested.
Furthermore, even if the mothers did not present a 'role-model’ in
terms of a specific career, they may well have provided 'cultural
capital’ in terms of the school achievement needed as a precondition
to managerial success. Although there is evidence that children
growing up on farms in New Zealand in the 1960s did see more of their

fathers, and became more involved in his work than city children

2. The Bem Sex-Role Inventory
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(Ritchie and Ritchie, 1970), the influence of the mother in such
women’s 'success’, e.g. her working on the farm, her level of formal
education, her reading or interest in the arts, her involvement in
voluntary work or evening classes, her own unfulfilled educational or

career ambitions, has rarely been studied as a major factor in the

backgrounds of 'successful’ women.
ii. Women's Socio-economic Status

There have been several recent attempts in New Zealand sociology
to develop a means of classifying the social status of women. In 1977
Irving and Elley published their 'Socio-economic index for the female
labour force’. They defined 'full-time employment’ according to the
census criterion of twenty hours a week, and ranked female occupations
on a six-point scale. Noting the importance of the mother’'s influence

to children’s school performance, Irving and Elley stated that:

"as 50% of women in the female work force are now
married and over 26% of all married women are working,
research workers will find mother’'s occupation as useful
a variable for many purposes as that of father, which
has tended to be one of the most utilized in research”
(Irving and Elley, 1977, 155).

However, they were unable to include 'housewives’ in their scale,

which related only to women in paid employment:

"One problem that will continue to bedevil research
workers investigating women’'s place in society is how to
categorize the heterogeneous group 'housewife’. The
authors are aware that the problem persists and that
their index cannot contribute to its solution"” (Irving
and Elley, 1977, 158-159).

In their book The Smith women, Barrington and Gray (1981)

attempted to solve this problem. This research

"involved interviewing 100 randomly selected New Zealand
women between the ages of 20 and 50 in an attempt to
find out how they saw themselves and other women, how
much choice they felt they had over various aspects of
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their lives and how much choice they had in fact
exercised at various points" (Gray, 1981, 39).

The problem of designing a measure of housewives’ socio-economic
status for the Smith Women study has been discussed by Gray (1981).
While the Irving and Elley scale was useful to Barrington and Gray
only in classifying women in paid employment, ranking by husband's
occupation was also seen as dubious since "Few women derive all their
opportunities in the economic sphere from men and some derive none at
all” (Gray, 1981, 40). It was decided to use the women’s education
as a guide in conjunction with an occupational classification - in
some cases the woman’'s own, in others her husband’s, or in the case of
single women, her father’'s. Gray (1981, 40) noted that although their
approach "can be criticised on the grounds of subjectivity and lack of
replicability"”, they were able to employ some subjective knowledge of
the women as individuals, since they had an unusually detailed
knowledge of their circumstances because of the time spent in, and

depth of, the interviews. According to Gray,

"the method chosen had the advantage of according women
some class status in their own right, while at the same
time recognising their interdependence with other
members of their families" (Gray, 1981, 40).

The problem of the invisibility of 'housewives’ in sociological
accounts (Gavron, 1966; Oakley, 1974, 1976) illustrates the
inadequacy of quantitative measures of socio-economic status as a
means of explaining a child’'s school ’‘success’. All such measures can

hope to achieve is broad statistical correlations in large samples.

iii. Rural Pupils

The school-teaching profession in New Zealand has drawn
substantially on the rural population for recruits. In 1962, during
the 'teacher shortage’, the Currie Report (Department of Education,
1962) noted that rural girls made useful recruits to teaching because
they were likely to want to teach in rural schools. In his doctoral
study of the ’'vocational commitment’ of the 1973 intake to the
Hamilton Teachers’' College, Ramsay (1978, 52) found that
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"Twenty percent of the student teachers...were farmers’
§hildren. In relation to the national student-teacher
intakes this also probably represents a higher than
usual proportion of students from such backgrounds when
one considers that only 13% of the total New Zealand
labour force are farmers".

Hamilton being the centre of a densely settled dairying area, it
may be that Ramsay’'s sample had a higher proportion of farmers’
children than other Teachers’ Colleges. However, it may also be the
case that all six Teachers’' Colleges attract rural school-leavers,3
rural girls having few professional female 'role models’ other than

teachers, the district nurse, and the school dental nurse.

Ramsay also noted that 45% of the students came from the middle
groupings of the Elley and Irving scale. It is interesting that on
the original Elley and Irving scale (Elley and Irving, 1972) farmers
were rated at level 2, but when these authors revised their scale
(Elley and Irving, 1976), farmers had dropped to level 3 "doubtless
because of their less favoured economic position 1in recent years"
(Elley and Irving, 1976, 30). Elley and Irving took the average
education and income levels of farmers (basing their initial analysis

on that of the 1966 census)

"regardless of the size of their property or business
because such figures are not recognised in the official
figures. If these factors could be taken into account,
many farmers and shopkeepers would be ranked Level 1,
and others at Level 5 or 6" (Elley and Irving, 1976,
29).

This inadequacy in the Elley and Irving scale has been noted by
Gray (1981, 41), who commented that many women in the Smith Women
study "came from farming backgrounds ranging from rundown holdings in
North Auckland to large sheep stations in Otago". In terms of
educational and career aspirations and expectations there are likely

to be vast differences between the daughter of a Canterbury sheep

3. This observation is substantiated by Watson’s findings in NZCER's
Teacher Study, Data Summary 6/65c.
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station owner, a share-milker, or a farm labourer. As Gray (1981, 41)
has expressed it, "whether or not workers are owners or employees does

appear to have a profound effect on life chances, feelings of control

and social perspectives."

During the 1950s - 1970s, the educational experiences of rural
girls differed substantially according to whether they attended local
district high schools, were enrolled with the Department of
Education’s Correspondence School, or left home to attend state or
private boarding schools. Those who remained in rural areas and
attended their local district high schools were less likely to have
been able to take ‘academic’ subjects (such as Latin or contemporary
foreign languages) at senior levels (Department of Education, 1962;
Nash, 1981; Whitehead, 1974). Nash (1981) has offered a useful
analysis of the educational aspirations of New Zealand rural petit-
bourgeois parents for their children, viewing these as determined by
their desire for "social and geographical mobility" (Nash, 1981, 150).
Drawing on cultural reproduction theories (e.g. Bourdieu and
Boltanski, 1971; Bernstein, 1975a), Nash argued that the aspirations
of parents from 'marginal’ class backgrounds had led to a demand for a
curriculum in rural schools which would lead to professional

opportunities for their children:

"This insistance of the middle-class section
(shopkeepers, traders and small farmers) of the rural
community on a secondary education which offered their
children the same qualifications, (and that meant the
same curriculum, the same examinations, the same
teaching methods and so on) as urban children can be
clearly related to the demand of that class fraction to
take part in the contemporary move of the entire middle-
class to legitimate, through 1its possession of academic
school knowledge, its claim to positions in the rapidly
expanding tertiary sector of the economy ...Parents,
acting in the interests of their family rather than
their community, demanded academic courses, for although
fewer than one percent would gain a university
education, there was always the possibility that their
child might be among the fortunate" (Nash, 1981).

The drain of academically-inclined rural children to the cities

meant that some rural schools were unable to offer subjects such as
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Latin or modern languages, which, in the 1960s were the most
prestigious subjects.® In 1973, McLaren noted that rural secondary
schools, despite the introduction of ‘country service' requirements
for teachers, suffered severe under-staffing and had, in comparison
with urban secondary schools, "the lowest proportion of properly-
qualified staff" (McLaren, 1973, 68). Children who wished to take
academic courses could win government boarding allowances, which paid
a small proportion of the fees at a hostel attached to a state urban
secondary school. Other parents of rural children paid high fees to
send their children to private boarding schools. Some parents made
boarding arrangements in families for their children so they could
attend city schools. Nash observed that this caused difficulties in

counting the numbers of rural pupils attending city schools:

"an unknown but substantial number of rural pupils are
enrolled in urban schools. This fact makes it difficult
to use official figures to establish the extent to which
rural pupils do gain qualifications in the same
proportion as their urban counterparts. The probability
is that rural educated children remain slightly
disadvantaged” (Nash, 1981, 158).

Rural children boarding at large city schools may have found it
difficult to keep up with city children in top academic streams in the
third form insofar as many city children had attended Intermediate
Schools, some of which, unlike primary country schools, offered
instruction 1in foreign languages and advanced mathematics in

preparation for secondary school courses.

In 1960 16.8% of New Zealand secondary school pupils were
attending private schools; 9.7% of these were at Roman Catholic
schools, 3.5 at Church of England schools, 2.4% at Presbyterian
schools. The majority of these pupils would have been day pupils
(Department of Education, 1962, 700). In 1961-2 the state provided
hostels at 22 towns at state secondary schools: 19 for boys, 13 for

girls and two mixed. Altogether 2,701 boys and 1,526 girls were

4. In schools where Latin was taught, the Latin Form was the top
academic form (Department of Education, 1962; McLaren, 1971;
Whitehead, 1974).
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accommodated in the single-sex state boarding hostels (Department of
Education, 1962, 794). The large discrepancy between the numbers of
girls and boys in such hostels is disturbing (there were 1175 more
boys) and suggests that parents may have valued boys' more than girls’
education. Nash (1981, 154) noted that "In 1974 more than 6,000
pupils held boarding places but less than half were in receipt of
bursaries, the majority being entirely supported by their parents"”
(Nash, 1981, 154). It may have been that parents were more willing to

spend money on educating their sons than their daughters by sending

them to city schools.

iv. Maori Pupils

There have been a number of studies of changing policies and
practices in Maori education (Barrington and Beaglehole, 1974; Bray
and Hill, 1973, 1974; Nash, 1984b, 1984c; McLaren, 1974). Ravaged
by epidemics introduced by contact with the pakeha, demoralised
spiritually and impoverished economically by land wars and

confiscations, the Maori population had declined drastically in the

later years of the nineteenth century. Early mission schools were
replaced by the government'’s ‘Native Schools’ which aimed to
assimilate the ’'natives’ into Pakeha culture. During the 1930s,

educational policies in Maori schools aimed to produce a 'brown
peasantry’. In the words of a Director of Education at the time,
T.B.Strong, schools should teach "the Maori lad to be a good farmer,
and the girl to be a good farmer’'s wife" (quoted in McLaren, 1974,
75).

McLaren has observed that this emphasis on technical and practical
training for young Maoris continued during the 1940s. Noting that "up
to 1945 only thirty-five Maoris had earned university degrees”
McLaren (1974, 75) noted that at this time Pakeha educationists had
considered Maoris to have "little aptitude for book learning"”". These
prejudices were somewhat belied by the academic success of Maori
pupils from the Maori denominational boarding schools (Barrington and
Beaglehole, 1974) which, although adopting many of the features of the
English 'public school’, also stressed the importance of Maori

language and culture.
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During the war and post-war years, Maoris flooded to the cities in
search of employment. The Currie Commission expressed alarm at the
"delinquency’ and race-relations problems in new housing areas with
large Maori populations (Department of Education, 1962, p 657). In
1960, the Hunn Report (Hunn, 1960) portrayed the Maoris as a depressed
and disadvantaged minority. Walker (1984, 2) has summarised the

position during the 1960s:

"By 1958 the rural-urban shift meant that 71% of Maori
children were being educated in public rather than Maori
schools.® Teachers in these schools were ill-equipped
to deal with Maori children. In the past the education
gap between Maori and pakeha which had been concealed by
the capacity of the rural tribal hinterland to absorb
the failures, could no longer be ignored in the urban
milieu. In 1960 the Hunn Report identified a
‘statistical blackout’ of Maoris in higher education.
Only .59% of Maori children reached the 7th form

compared with 3.78% for pakehas. Maori numbers at
university were only one eighth of what they should have
been."

The thinking of many teachers and educational researchers on the
issue of Maori ’‘achievement’ underwent considerable change during the
1970s. While earlier studies had viewed Maori children as ‘culturally
deprived’ or 'disadvantaged’ in Pakeha terms (e.g. Ashton-Warner,
1973; Department of Education, 1971; Ritchie, 1978), many Pakeha
researchers and teachers came to think of the 'problem’ in terms of
‘cultural relativism’ (Kleinfield, 1975) or 'cultural difference’
(Metge, 1976; Metge and Kinloch, 1978). Within this perspective, it
was argued that Maoris should not be educated to become 'brown
pakehas’, but, in line with the ’'interpretive sociologies’, schools
were regarded as producing ‘failure’ through valuing most highly the
knowledge and cultural style of the white middle-class (Keddie, 1973).
Schools, it was argued, should be structured so as to allow co-

operative work and mixed-age groupings, structuring the ’hidden

5. Separate 'Maori Schools’ run by the Department of Education were
phased out from the late 1950s to 1969. They were transferred to
control of the regional Education Boards, thus becoming ordinary
state primary schools. Some scholars have argued that this was
not a move which was supported by all Maori communities
(Barrington and Beaglehole, 1974; Ritchie, 1956).
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curriculum’ (Martin, 1976) so as to provide a learning environment
which was more compatible with ‘Maori values' than the competitive
individualism of the pakeha school +tradition (Harker, 1980; Gadd,
1976; Pere, 1983a; Tauroa, 1983; Schwimmer, 1974).

This shift in thinking has influenced the Department of Education
to implement measures designed to bring about a more 'bicultural’
orientation within schools (Department of Education, 1980). This
perspective has been defined by Metge (1980, 65) as one which places

'...an unequivocally positive value on cultural diversity and
actively working to create a society 1in which respect for
other cultures 1is accepted as a basic premise and the
majority of citizens are familiar enough with at least one
culture other than their own to be able to interact
comfortably with its members on the latter’'s terms."

The introduction to state primary schools of Itinerant Teachers of
Maori (I.T.M.s) was an attempt to implement a bicultural perspective.
Walker noted that in 1984 there were 40 I.T.Ms. These teachers were
seconded from the classroom to train teachers and develop Maori
language programmes in groups of primary and intermediate schools
(Walker, 1984). One I.T.M. recently wrote of the resistance by some

teachers in Waikato schools to this programme:

"when one has to ’'sell’ one own culture one begins to
feel a little despondent at times, especially when one
meets up with only a superficial or negative response in
some classrooms. It is a degrading situation especially
when one considers that Maori is the indigenous culture”
(Moke, 1983, pp 22-23).

In order to introduce teachers to aspects of Maoritanga, the
I.T.M.s in the Waikato region have started an organisation, Te Waka o
Te Rangimarie, which holds 'hui’ for pakeha and Maori teachers. One
of the founders of this group has expressed the philosophy of

biculturalism:

"It is only by making a real effort to share, that I see
a brighter future for all New Zealanders. This does ngt
mean that the pakeha should become totally Maori.



116

Rather.we should pursue the positive features of both
Qur lifestyles and establish them as a recognised
identity for all New Zealanders" (Tai, 1983, 28).

However, Walker (1984) has pointed out that, although the I.T.M.
scheme was reaching 250 schools and 50,000 pupils, it offered only an
introduction to 'taha Maori’ and could not, of itself, affect the
Maori 'failure rate’ - "clearly", he argued, "there was something more
fundamental at work in the nature of New Zealand society that was

producing this constant negative result" (Walker, 1984, p 3).

While ’‘biculturalism’ as a concept has become fashionable in
"liberal’ Pakeha educational circles, Maori educationists have pointed
out that Maoris are a tribal people and are seeking to teach children

their tribal origins. For example, according to Rangihau (1975, 233)

"...Maoritanga is a term coined by the Pakeha to bring

the tribes together. Because if you cannot divide and
rule, then for tribal people all you can do is unite
them and rule. Because then they lose everything by

losing their own +tribal histories and traditions that
give them their identity.”

Pere (1983a, 31) has drawn on the imagery of her Tuhoe tribal
background in this critique of Pakeha monocultural school

regimentation:

"Many of us see ourselves symbolising the awe inspiring
beauty of the Urewera bush - a domain that is made up of
different families of +trees from the young to the
ancient with their roots deeply entrenched 1in
Papatuanuku. ® While there are many other New
Zealanders, who appear to symbolise the Kaingaroa forest’
with its one family of pine trees standing row after row
in their sameness, one is hopeful that the institutions
that govern us will contribute to their growth by way of
diversity" (Pere, 1983a, 31).

6. Papatuanuku - the Earth, the female primeval ancestor in the Maori
creation myth.

7. A State-initiated plantation of exotic pines grown for paper pulp
and timber milling.
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The 1980s have seen a movement towards language preservation.
Maori rural communities in a number of regions have had their local
primary schools made official 'Bilingual Schools’ (Benton, 1979).

Schools such as Ruatoki are able to focus on tribal dialects and

history.

In recent years there has been a visible resurgence of Maori
radicalism and protest, many of the activists being women with
university backgrounds (e,.g. Awatere, 1982, 1982/3; Evans, 1982;
Halkyard, 1982). Pakeha moves toward ’biculturalism’ are regarded

with suspicion; as Evans (1982a, 56) has explained:

"Both multiculturalism and biculturalism assume that
racial groups within certain societies receive equal
recognition.”

Radicals such as Awatere, (1982/3) (as will be discussed in the
next chapter), have advocated separatist strategies and the
restructuring of New Zealand’'s (white hegemonic) social institutions
in accordance with ‘Maori values’. Maori separatism in education has
received a groundswell of support in recent years. A major focus of
this has been language preservation. The introduction of Maori
language as a School Certificate subject in the 1950s and the
development of Maori Departments in universities are seen as
perpetuating Pakeha hegemony in that Maori becomes an 'examinable
subject’ taught within the dominant competitive 'knowledge code’
(Awatere, 1982-3; Bernstein, 1971; Harker, 1980). In the 1980s,
thousands of Maori preschool children have been enrolled in 'Kohanga
Reo’ (Dasler, 1982b), 'language nests’' run by native Maori speakers
outside the formal education system, but receiving some government

funding as child care centres.

These Maori ‘alternatives’ have been described by Walker (1984,4)

as having radical potential:

"ostensibly the Kohanga Reo exists to teach pre-
schoolers the Maori language. The unforseen side
effects include many young mothers not only learning
their own language but also becoming politically active
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as they grapple with constraints imposed by Pakeha
bureaucracy for a fair distribution of resources needed
to attain their goals."

The strength of Maori radicalism in the field of education was
expressed at a national hui (gathering) on the marae at Turangawaewae

in 1984. At the final plenary session, this resolution was passed:

"This conference declares that the existing system of
education is failing the Maori people and modification
has not helped the situation, nor will they. Therefore
we urge Maori withdrawal and the establishment of
alternative schooling modelled on the principles
underlying Kohanga Reo."

In 1984, the N.Z. Post Primary Teachers’' Association organised a

similar hui at Waahi to discuss the government’'s Review of the Core

Curriculum (Department of Education, 1984) in which the recommendation
was made that 'taha Maori’ be made a compulsory component of the core
curriculum in all state schools,but have no time allocation - in other
words, ’'Maori content’ would be integrated into the other subjects.
This ‘tokenism’ was rejected and the thousands of Maori and Pakeha

educators present endorsed the earlier hui’'s call for separatism.

Similar anger has been being expressed by Maori scholars at the
ethnocentrism of Pakeha researchers. For example, in a recent address

to social researchers, Whittacker (1984) stated that:

"...the Maori community 1is totally disillusioned and
very distrusting of research and researchers...Maori
people are fed up with being objects for other people to
poke, at, to probe, to peer in at like goldfish in a
bowl, to make all sorts of judgments, or in research
parlance, to scrutinize, categorize, monopolize and
randomize. And that is a very, very strong
feeling...the end result of the research tends to tell
the Maori people what they know already i.e. they are at
the bottom of the heap educationally, in employment,

health-wise, money-wise, land-wise - the whole lot. It
is that sort of research that people say, 'Oh, we knew
that all the time.’ ...and there have been

researchers who have simply used the people for their
own ends, and the ends are often academic honours.
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V. Summary

This review of research on social stratification and schooling in
New Zealand has shown that school success here, as elsewhere, has been
shown to correlate highly with social class and ethnicity. Children

in top academic streams have been shown to come disproportionately

from professional Pakeha backgrounds.

However, analyses of social stratification and education in New
Zealand have been skewed by the androcentrism and ethnocentrism of the
researchers. Here in new Zealand, as 1in overseas countries,
researchers have tended to be both white (Mitchell, 1982) and male
(Bernard, 1973; Middleton, 1980, 1982d; Spender, 1981b).

NEW ZEALAND WOMEN'S EXPERIENCES OF SCHOOLING

The educational experiences of New Zealand women have received
little attention from sociologists. Barrington and Gray decided on
the basis of their interviews with 100 randomly selected New Zealand

pakeha women that school had made little impression on their lives:

"originally education was going to be an important
chapter in this book, but when we spoke to the Smith
women, we realised that its importance was in our minds
only. Despite the fact that they spent 10 to 13 years
there, school had remarkably 1little impact on most of
those women’'s 1lives, and primary school surprisingly,
had almost none" (Barrington and Gray, 1981, 17).

Despite this disclaimer, Barrington and Gray's book contains some
useful material for the feminist researcher seeking to understand the
school experiences of New Zealand women. For example, the authors
commented on the tensions for secondary school girls between their

‘femininity' and the academic/bureaucratic structures of the school:

"Problems at primary school were often magnified at
secondary school. Most of the girls were moving into
adolescence just at the time they had to cope with new
subjects and routines and even larger and more
impersonal schools" (Barrington and Gray, 1981, 19).
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Many of the 'Smith Women' commented on their adolescent body-
image. The girls were "sensitive about their appearance and what
others thought of them" (Barrington and Gray, 1981, 19). Sport was

of central importance to the self-esteem of many of the women:

"While there is still more emphasis on sport for boys in
New Zealand schools, sport loomed large as a source of
self esteem, or otherwise, for the Smith women. Girls
who were good at sport found it a pleasure, but for
others, the pressure to be involved was a nightmare"
(Barrington and Grey, 1981, 20).

Barrington and Gray’'s study contains some vivid anecdotes which
illustrate how women experienced the process of social stratification
in the school context. For example, they commented on the practice of

‘setting’:

'...it was misleading to say that either parents or
daughters chose subjects, because most selected quite
arbitrarily, having no real idea of what they wanted to
do or even what there was to do. 1In schools where there
were streams - home science, professional, general and
so on - teachers often advised parents and daughters as
to what was the most suitable course"” (Barrington and
Gray, 1981, 22).

The Smith women had a clear analysis of the relative status of the
various courses and the girls who took them. Quoting from one of

their case studies, the authors noted:

"I was enrolled for the professional class, for
academic. That's what I wanted to do and that's what my
parents wanted me to do. But when I got to school - I
guess it was because of my I1.Q. tests - I got put into
commercial and I was absolutely horrified and
disappointed. I thought, ‘if I take commercial, I'll
end up in an office’ - and that was my biggest dread"
(Barrington and Gray, 1981, 23).

There is also some evidence that New Zealand girls perceived

middle-class children as being educationally advantaged. For
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example, Barrington and Gray's study showed a marked social class

difference amongst the Smith women, for

"not only were middle class parents able to get the best
deal from schools...but they were also able to prolong
the educational process, which in itself gave the girls
more options" (Barrington and Gray, 1981, 24).

Autobiographies of New Zealand women have also indicated that
school girls perceived the streaming practices in their schools in
terms of social stratification. Two useful autobiographies of
schooling during the 1930s and 1940s have suggested that girls in
academic streams looked down on ’‘commercial’ girls. Findlay, for
example, said of her schooling in the 1930s, that "Many girls in the
fifth forms were leaving. They were the ones who had taken shorthand
and typing, a course looked down on by the staff" (Findlay, 1974,
96). In her autobiography, Frame described the social stratification
at her secondary school in war-time at Oamaru. Frame's experience of
schooling in Oamaru is relevant to the experiences of rural and urban
children 1in secondary schools in centres where there 1is an
Intermediate school - in the 1930s, Oamaru was one of the few centres

with an Intermediate (' junior high’):

"Senior high school, where there were three courses-
professional or academic, commercial, or domestic, with
no mixture of subjects as in the junior high school. My
parents, now taking it for granted that I would become a
teacher, decided to allow me to continue at school,
although Dad warned me that if times were hard, I might
have to leave school or change to 'commercial’ and work
in an office. Most of the girls in our neighbourhood
planned to leave school in their third or fourth year to
work in shops or offices, and most were to take a
commercial course"” (Frame, 1982, 141).

Remembering her status as an 'academic’ girl, Frame commented on
the status and image held by ‘'academic’ girls of the time towards the

'commercial’ girls:

"The word commercial aroused so much horror in me... If
I walked beneath the windows of the classroom where the
‘commercial girls’ did their work, I could hear the
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sound of their typewriters and imagine the doom waiting
for them" (Frame, 1982, 170).

The ’‘doom’ the young Janet Frame had envisaged was constructed
from her knowledge of the "the lawyer's office where mother paid the
rent” (p 141) and a poem about a youth who had dreamed of becoming a
sailor, but was instead spending his life "totting up accounts, and
going grey" (p 141). Frame’'s dreams were intellectual ones, of

becoming a writer. Amongst the girls was a distinct status hierarchy

of 'academic’ over ‘technical’ or ‘domestic’: "everyone knew that
commercial girls were a little beneath Professional girls..." (Frame,
1982, 171).

Autobiographies have also provided the sociologist with useful
descriptions of the social class origins and youth cultures of
academic stream girls. Both Frame (1982) and Findlay (1974) described
the girls in the top stream as predominantly the daughters of
professional or business men. Within the youth cultures of top stream
girls' classes, both writers have described two distinct groups; the
"swots’, who were aiming for careers, and those whose main aim was to
get married and, if they had careers, regarded them as part of their,
and their family's, 'martial strategies’ (Bourdieu and Boltanski,
1971; Connell et al, 1982; Hodges, 1979; Tilly, 1979). For
example, Findlay (1974, 97) described the composition of her sixth
form class at an Auckland state girls’ school during the 1930s

depression:

"Of the remaining eleven sixth-formers, four were the
daughters of professional people and they intended to
graduate as their parents had done before them. Three
others were going to wuniversity for the social life.
Their fathers were successful businessmen who wished
their daughters to gain status by meeting and marrying
students studying for the professions.”

Frame described the relative status of the ’'swots’ and those she

termed 'the group’:
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"A selection of four or five girls, who were not,
however, among the top scholars, maintained a
concentration of power and privilege through sheer
pgrsonality and so were less likely to suffer the taunts
directed at the slower pupils. The group was the centre
of the class with their activities at home and at school
the centre of most of the class interest and news; the
rest of us moved on the outside in more or less distant
concentric circles, looking toward the group whose
power, in effect, surpassed even the glory of the
scholars who, after all, were known contemptuously as
"swots’" (Frame, 1982, 167-168).

She reported that by the sixth form year, members of the 'Group’
were preoccupied with their ’'glory boxes’', leaving school to go

karitane nursing, nursing or to get married.

Frame’'s class in Oamaru reflected the town's stratified social

structure:

"...I had been infected with a snobbishness that caused
me to wonder why M whose father was ‘only a carpenter’
became part of the Group. The occupation of one'’s
father did matter, in the class and in the school, and
it was possible to survive and flourish on an
accumulation of the resulting prestige of having an
illustrious father (mayor, councillor, doctor, dentist)
or a relation who was such (as in the case of one of the
girls) having a double helping - W's father was manager
of the Woollen mills and her cousin was a teacher at
Waitaki!" (Frame, 1982, 178-179).

To be seen as 'successful’ in the school’'s terms was to be
somewhat ridiculed by one’s less-conforming peers. Findlay noted that
those chosen as prefects "were all good conformists, a necessary
qualification for this position of authority"” (Findlay, 1974, 83).

Satirist Rosemary McLeod saw the main aim of her private school

Al

education (in the 1960s) as that of producing "good all-rounders:'

"Good all-rounders became prefects, and wore their
badges with pride. They enjoyed forming groups of third
formers into battalions to sweep up the autumn leaves
from the teachers’ car park. They even wore school
regulation underwear. Naturally, they all enjoyed
school sports, and spent their Saturdays playing for the
school while the rest of us experimented with nail
polish and eye shadow”" (McLeod, 1980, 283).
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Frame's, Findlay's and McLeod's observations on the 'ideal
typifications’ of ’swots’ or ’'conformists’ and the sexually or
maritally-ambitious 'in-groups’ suggested that academic-stream girls
experienced a contradiction between their intellectuality and their

sexuality, a theme which will be taken up in depth in the life-history
analysis in this thesis.

The status of rural pupils in town schools has been commented on
by Frame, who noted the low status of ’'boarders and bus girls’ at her

state provincial girls’' school. These girls did not make it into the

top stream:

"The large 4B class, most of whom, unlike us, with our
years at junior high, came directly from country schools
or a crime in Miss Gibson’'s eyes - were 'bus’ girls or
boarders, became the target of Miss Gibson’'s or Gibby's
sarcasm, while we, 4A, sat smugly nurturing our feelings
of superiority"” (Frame, 1982, 17).

Barrington and Gray's sample did not include any boarders at state
hostels. There were, however, seven who had boarded at convents. The
authors noted the elitism of such schooling, which they described as
providing

a special type of education, both socially and
academically. Parents who choose this sort of education
for their daughters probably have a different set of
values from most other parents 1in the first place but
the difference is probably compounded by the religious
basis of the teaching and the time girls may spend away
from their families" (Barrington and Grey, 1981, 20).

There are few published accounts by Maori women of their school
experiences. Blank has written of her secondary schooling at a
denominational boarding school in the 1950s and the high expectations
placed upon the young people of her tribe for success in the Pakeha

world:

"Most of us in the Ngati-Porou area were educated in
church boarding schools for Maori girls. Part of the
reason was that our parents had loyalities to these
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schools because they were ex-pupils. Part of it was
that district high schools were viewed with some
distrust because they were still too new, and therefore
unknown. Sir Apirana Ngata's comment that district high
schools were just 'pseudo high schools’ also tended to
encourage the exodus to boarding schools. Because he
was a famous politician, a brilliant student and
scholar, and exboarding school pupil, his opinions on

the ideal type of education were greatly favoured"
(Blank, 1980, 42).

Blank described her extended family network as prescribing

distinct sex-roles for girls and boys, although girls were expected to

have careers as well as marry:

"Despite the rigorous routine of school-work and hostel
chores, we developed a respect for Maoritanga and
Pakehatanga, and had time to sort out our lives and what
the future held. The future comprised a career and
marriage. To us, marriage was more important than a
career, but the latter had to be pursued because of our
obligations to our parents" (Blank, 1980, 42).

She described the curriculum of her denominational school as well-

balanced:

"Preparation for leadership good house-keeping, some
academic success, the fulfillment of religious and
spiritual needs, and the maintenance of Maoritanga
pervaded the curriculum. Any academic success was due
not only to a reasonable standard of teaching, but also
to the fact that the girls were being nurtured in a
constant environment" (Blank, 1980, 42).

A more radical stance has been described by Evans (1982b, 12),

from the Ngapuhi tribe, with respect to her schooling and university

experience:

"My parents got sucked into the white way to get
education and I was chosen to be the one to go on to
university. When I was with my grandmother I missed
school all the time. I used to race around with my ow?
gang of girls, playing hookey® , taking on the boys

8.

Playing hookey - truanting
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gangs. At school I was always the one to stand up to

the teachers. I got used to thinking things through for

myself and then making decisions for all the others..."
Brought up by her grandmother in 'The Maori Way', Evans found the

university environment alienating and joined radical Maori student

groups:

"...When I got to Varsity I hated it. it was my first
time surrounded by whites...Politically and emotionally
I was in a desert. Every day I got a feeling in my gut
that wuniversity was against us Maoris. I became
increasingly cynical about the honesty of white
academics and teachers, but I worked hard and got good
marks and put up with being patronised... University was
a time of darkness, a time filled with bitter memories
of my own anguish, my struggle to break free of the myth
of the ’'education for our people’ thing. Getting rid of
all that shit was the liberating thing that finally
pulled me out of the the white education influence, what
helped was having a strong Maori identity and strong
Ngapuhi roots."

The writings of radical Maori women activists (e.g. Awatere,
1982/3; Evans, 1982; Halkyard, 1982) offer descriptions of how the
experience of ‘marginality’ in racist educational institutions can be
a radicalising influence. This theme will be developed in the life-

histories.
SUMMARY

The literature reviewed in this chapter has shown evidence that
here in New Zealand, schools are agents in the processes of the
reproduction of class, gender and racism and that the practice of
'setting’ (streaming according to the subjects taken) is a key factor
in this process. Two related themes which have been little explored
by researchers in this country will be developed in the life-history

section of this thesis.

The first is the relationship between mother’'s educational levels
and ambitions and pupil’s school ’success’. Research in this country
has tended to focus on establishing statistical correlations between

father’'s occupation and school subject choice and achievement.
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However, it has been argued that it 1is essential also to study the
influence of the mother and other significant adults in the process.
In analysing feminists’ educational histories, Bourdieu's model of

‘cultural capital’ will be brought to bear.

The second theme is that of the status of the various courses
taken by girls at secondary school and the typifications associated
with ‘academic’ and 'commercial’ streams. Feminist research and
women's autobiographies in this country have suggested that there was
a distinct status hierarchy of knowledge in secondary schools:
academic girls (and their teachers) considering themselves superior to
commercial girls. Within academic streams, there were groups of
"swots’ and groups who were more ' boys-oriented’. These insights are

important to an understanding of women’'s experiences of schooling.

As feminists, the women in this study believed that education and
schooling could be a means of working towards social change:
schooling for them was not seen as merely reproducing social
inequalities. In order to understand the theoretical perspectives
these women espoused as adults, it is necessary to have some
background knowledge of the New Zealand feminist movement, the 'stock
of [feminist] knowledge at hand’ (Berger and Luckmann, 1971) during
the 1970s.
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CHAPTER SIX

THE FEMINIST MOVEMENT IN POST-WAR

NEW ZEALAND AND ITS IMPACT ON EDUCATION
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A comprehensive history of the 'Second Wave' of feminism in New
Zealand has not been written. Such an undertaking lies outside the
scope of this thesis. This would involve gathering information from
Primary sources, e.g. collecting oral histories and locating and
reading the newsletters and leaflets produced by various feminist
collectives, many of which are no longer 1in existence. The need for
women's archives has been recognised in this country, for example,
Seymour, one of the ’'founding mothers’ of Women's Studies in New
Zealand has warned of the danger of "the dying of memories of women",
for "as long as men are dominant they are likely to overlook or
undervalue again, as they have in the past, women-oriented material"
(Seymour, 1976, 224-225). This chapter relies mainly on published
materials, such as the feminist magazine, Broadsheet. Its purpose is
to sketch a background of theoretical tendencies and events in the
feminist movement in New Zealand since the 1970s as a context for the

feminist life histories in the following chapters.

In the only published history of the origins of the feminist
movement in New Zealand, Bunkle (1979a, 24) stated that

"Feminist ideas have come to New Zealand from overseas;
their dissemination has been uneven and their
assimilation to the New Zealand context haphazard. Our
feminist ideas arose in other countries..."

The major tendencies in feminist thought characteristic of the
post-war women’s movement in Britain (Banks, 1971) and the United
States ( Eisenstein, 1981; Freeman, 1973) are also evident in this
country. New Zealand has had, since the early 1970s, a strong liberal
feminist movement, radical and lesbian feminist groups and a somewhat
fragmented, but strong, socialist feminist influence. It would,
however, be inadequate to regard New Zealand feminism as merely a
slavish copying of overseas ideas. Ideas from overseas take root only
if they are seen as relevant to local conditions. Even then they are
adapted and modified in the New Zealand context. For example, in
studying nineteenth century feminism in New Zealand, historians
(Bunkle, 1980; Dalziel, 1977; Grimshaw, 1972) have identified some

major differences between the suffrage campaign in this country and
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that in Britain. Rejecting earlier assumptions that women’'s suffrage
in New Zealand was motivated by a liberal feminist drive for equality
with men, Dalziel (1972) and Bunkle (1980a) saw it as stimulated by
women's "elevation of a separate role and the expression of peculiarly
female values" (Bunkle, 1980a, 52). According to Bunkle, the suffrage
campaign was largely the work of the Women's Christian Temperance
Union (W.C.T.U.), which fought for both improvements in working
conditions and the abolition of the ‘double standard’. This was,
unlike contemporary moves towards 'sexual liberation’, informed by a
puritan repression of sexuality. The female franchise would enable
women to ‘clean up’ the country’'s morals, for "the evangelical and
true purpose of government was the realisation of perfect moral order"
(Bunkle, 1980a, 63). Fired by prohibitionist and puritanical fervour,

New Zealand women were the first in the world to achieve the universal
franchise - in 1893.

A theme of the contemporary New Zealand feminist movement is the
influence of Maori radicals within it. The impact of 'Maori
Sovereignty’ (Awatere, 1982/3) on white feminists has been
considerable during the 1980s, as activists have accused white
feminists of being both bourgeois and racist. New Zealand fenmninists
of all persuasions also have had a history of involvement in specific

anti-racist issues such as anti-South African sports tour protests.
LIBERAL FEMINISM AND ITS IMPACT ON EDUCATION

Like its counterparts in Britain (Banks, 1981) and the United
States (Eisenstein, 1981; Freeman, 1973; Friedan, 1963; Mitchell,
1973), liberal feminism in post-war New Zealand was primarily a
middle-class movement which attracted 'educated’ women. Educated for
professional autonomy, but experiencing in the work-place and in their
nolitical activities a situation of 1inequality and discrimination,
liberal feminists sought equality with men: the removal of
discriminatory legislation and hiring practices (0'Neill, 1977;
Thomson, 1973), and the abolition of the stereotypical passive and
dependent image of ‘femininity’ (Broverman et al, 1972). In short,
they sought to resolve the contradiction between liberalism and

femininity by abolishing ‘femininity’ and modelling their working and
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political lives on bourgeois male patterns. Kedgley, a 1970s liberal
feminist activist, recently wrote in a restrospective article a
description of the liberal feminist strategies of that time:

"...after centuries of exclusion from the male world,
with its mystique of money and prestige and privilege,
our energy was understandably focussed in the early days
on breaking down the barriers of prejudice and
discrimination that had for so long segregated us from
men's terrain. It was an almost irresistible urge to
try to break down their segregation and glimpse at what
life was like behind the man-made curtain. To taste its
forbidden fruits and scrutinise at first hand the
mysterious workings of the male working world”
(Kedgley, 1982, 64).

Women’'s ‘underachievement’ in political 1life, in business and the
professions was blamed on 'sex-role stereotypes’, which were seen as
being oppressive to both sexes. If both men and women changed their
attitudes, equality could be achieved: men should become more

nurturant and women more assertive.

New Zealand liberal feminists sought change in both personal and
public dimensions of life. A useful statement of this position was

made by Kedgley and Cederman (1972) in their book Sexist Society,

which was the first popular feminist book published in the 1970s in
New Zealand. According to these writers, "A sexist society is one
which is sexually discriminating and results in immense pain and
suffering for both sexes” (Kedgley and Cederman, 1972, 6). They
argued that

"Women's Liberation is not just removing the obvious

discrimination against women. It is not just equal pay
and opportunity and child care centres. It is not just
changing the abortion laws. It is not just free
contraception. All these things assist a woman in
gaining control over her life. They help to open up
opportunities for women that never existed before. But
they are only partial measures. The real liberation
takes place inside yourself. Real liberation involves
changed attitudes towards yourself and others. It
affects your whole life style. It is a way of life. It
affects an individual every hour of his/her day.
Obviously, therefore, it will equally affect the man she
lives with. If one partner in a relationship changes a
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lot, the other must also change or the relationship
won't survive. In other words Women's Liberation will
affect men equally as much as women. For this reason we
have tried to include as many men as women in this book"
(Kedgley and Cederman, 1972, 7).

The earliest 'second wave’ feminist groups, such as Auckland
Women’'s Liberation (with which Cederman and Kedgley were involved)
therefore included men as members. A.W.L. was the group which founded
Broadsheet, the Auckland-based feminist magazine which, at the time of
writing, is still issued monthly. Coney, its editor, has explained
this early policy of including men in A.W.L. and as workers for

Broadsheet, claiming that at that time (consistant with the aims of

"liberal’ feminism),

"Liberation was seen more in terms of freeing women from
restricting social sterotypes based on sex, than from
deliberate systematic oppression by the male sex"
(Coney, 1982, 12)."

Women's socialisation was blamed for their non-achievement of
positions of power. Women were encouraged to become more like men in
their ambitions and political style. As Kedgleyv (1982) has argued,
many New Zealand liberal (or ’'equal rights’) feminists of the early
1970s had been strongly influenced bv the ’'managerial woman’
philosophy (Hennig and Jardim, 1976). Within this perspective it was
argued that

"the reason why women hadn’t made it through the ranks
was principally because they hadn’t learned how to play
the male career game. This game, like any other game,
had an intricate set of rules that had to be learned if
one was to play it well" (Kedgley, 1982, 64).

Increasingly, many New Zealand feminists, like their counterparts
overseas, became critical of the 'equal rights’ philosophy. 1In a

retrospective article, Kedgley observed that

"the fundamental flaw in the Managerial Woman philosgphy
isn't hard to see. Having adopted male behaviour
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patterns, ostensibly as temporary tactics to succeed,
its hard to shake them off. The temporary tactics
become the permanent state...the Managerial Woman, if
she makes it to the top, is almost inevitably
transformed in the process into a counterfeit male,
behaving like a man, dressing to look like a male, under
constant pressure, judging herself by male standards of
success and failure"” (Kedgley, 1982, 65).

In the mid-1970s, equal rights feminism began to be seen as having

an inadequately theorised politics:

"we were conscious that besides its power and prestige
and financial advantage, the male world seemed a
somewhat inhuman rat-race, but when confronted with the
question what were we going to do to change and humanise
this rat-race, our response was a bit fuzzy. We would
only be in a position to know that once we were there.
But we were pretty sure that if only women entered male
institutions in sufficient numbers, these institutions
would almost miraculously crumble and transform under
the humanising influence of women. And, of course, once
women assumed positions of power at the top of the
working world, things would automatically change for the
better" (Kedgley, 1982, 64).

Middle-class feminists such as Kedgley and Cederman received a
great deal of publicity in the media during the early 1970s, and the

ideas of liberal feminism became widely known throughout the country.

Liberal feminist groups were set up throughout the country during
the early 1970s. Inspired by Friedan's example (Eisenstein, 1981;
Friedan, 1963), groups called 'N.0O.W.’' were set up on an ad hoc basis
in many towns. In 1975 the Women's Electoral Lobby (W.E.L.) was
established to encourage and support women’'s involvement in the
General Election. This organisation, which remains active in a number
of centres, shared many characteristics of liberal feminist groups.
According to Bunkle (1979b, 28) "W.E.L. adhered very closely to a
women’s rights ideology and had the potential to activate precisely
those women who were involved in N.O.W. in the States” - in other

words, middle-class, 'successful’ women.
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In and around 1975, United Nations International Women's year,

there were several government initiatives aimed at investigating the

"inequality of the sexes’ in New Zealand; for example, the Select
Committee on Women's Rights and the Department of Education's
conference on 'Education and the Equality of the Sexes.’' Feminists

became active in lobbying politicians and making submissions to select
committees on specific issues, such as equal pay, human rights and

affirmative action, and abortion law reform.

Liberal feminism has had a major impact on education in New
Zealand. In the early to mid 1970s feminist writers produced a spate
of articles on girls' schooling: in feminist magazines (e.g. Coney
and Hall, 1974; Connelly, 1974), and in teachers’ journals (e.g.
Bell, 1975; Bunkle, 1975a, 1975b; Webster, 1975a, 1975b). These
articles alerted feminists and teachers to the ’'sex-stereotyping’

practices in state educational institutions.

In 1975 the report from the Department of Education’s conference
on 'Education and the Equality of the Sexes’ (Department of Education,
1975) was distributed to all schools. This report, reflecting the
perspectives of conference participants from all levels of the
education system (McDonald, 1980), provided information on the extent
of inequality in the teaching profession and blamed women's
"underachievement’ in many walks of life largely on the sex-

stereotyped practices in schools and pre-schools.

An important outcome of the recommendations of this conference was
the setting up of NACWE (The National Advisory Committee on Women and
Education) and the establishment within the Department of Education of
the position of ’'Education Officer, Women'. This position has been
described by the primary school teachers’ union (N.Z.E.I) as "the only
departmental post that was specifically concerned with this area of
disadvantage and special need” (New Zealand Educational Institute,
1982). Here, the N.Z.E.I. articulated a liberal position, its
language echoing the 'deprivation’ rhetoric of the 'liberal feminist’
viewpoint. The provision of a women’'s education officer gave women
teachers and parents someone specific to contact over issues of
concern in the area of sexism in schools as well as providing a focus

on 'women’s issues’ within the department.
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The department’s attention was drawn to the issue of sex-
stereotyping in curriculum resources. It undertook research into
sexism in its own teaching materials: School Journals, mathematics
and science textbooks (Department of Education, 1980a, 1980b, 1980c).
The updating and revision of the department’'s graded infant readers
included the removal of negative sexist and racist 'stereotypes.’ A
social studies ’'starter kit’ on the changing role of women was

produced by the department’s curriculum unit for use with fourth

forms.

Other departmental measures were designed to investigate and
remedy 1inequality between the sexes 1in the teaching profession.
Courses for women teachers on management were organised on a national
and regional basis (Garlick, 1981). These were justified according
to the assumptions of the ’'managerial woman’ model: women were
‘disadvantaged’ in the promotion hierarchy, should learn the ’‘rules’
of the career structure, and become more personally 'assertive’. A
major piece of research, the Teacher Career and Promotion Study
(TEACAPs), was undertaken by the department to investigate the career
patterns of men and women primary and secondary school teachers
(Department of Education, 1982). It was found that women teachers
were disadvantaged by current methods of teacher assessment
('grading’), that, especially in secondary schools, there were sexist
attitudes amongst male teachers (a critique of TEACAPs by Fenwick,
1983, has been outlined in Chapter Four, p.83). Papers written while
the TEACAPs study was 1in progress aroused considerable interest at

academic and feminist conferences (Whitcombe, 1980a, 1980b, 1980c).

Between 1975 and 1982 both major political parties espoused a
"liberal feminist' position on women’'s education. In 1979 the former
Minister of Education under the National government, Mr Wellington,
quoted his (also National) predecessor, Mr Gandar, in a speech he made

at the inauguration of N.A.C.W.E:

"On the grounds of both social justice and social need
it is essential that a high priority be given to action
on the status of women and the limited opportunities
available to them. The education system, both formally
and informally, can be either a major obstacle to change
or else a potent agent for it. There are, in fact, many
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important areas where education is an essential
precondition to such change" (Wellington, 1979).

The principle of 'social justice’ referred to by the ministers
stated the liberal concept of equality of opportunity and human
rights: women and girls must not be denied a full range of choices
(in career, family role, etc) on the grounds of their biology. The
concept of ’'social need’ referred to the 'wastage of talent’ when
rigid 'sex-role stereotypes’ channelled women and girls into a narrow
range of occupations and inhibited them from achieving at senior

levels of traditional women'’s activities, such as teaching.

However, in September-October 1982 there were cuts in educational
spending by the National Government. The affirmative action measures
for women in education were all wiped: N.A.C.W.E. and the position of
Education Officer, Women, were disestablished, the printing of the
revised social studies kitset was halted. The reason given for these
cuts by the Minister were that it was a cost-cutting measure.
However, since the Education Officer (Mary Garlick) was redeployed
elsewhere in the department and the running of N.A.C.W.E. cost only
$6,000 a year ! it is difficult to see that their continuation would
have plunged the nation deeper into the mires of debt. These cuts
provoked an outcry from teachers’ organisations, and in the feminist
press (Else, 1982; Watson, 1982), who viewed them as the government's
attempt to hide the true extent of the unemployment problems by

removing women from the labour force.

Apart from its influence within the Department of Education,
liberal feminism has brought about change within other aspects of the
formal education system. For example, since the mid 1970s the
various teachers’ unions have formulated their own policies of anti-
sexism (see N.Z.E.I. 21 July, 1982; N.Z.P.P.T.A. Journal, Term 3,

1982) and women teachers have gradually been assuming leadership

positions in these organisations. Another important influence has

been the Women's Advisory Committee of the Vocational Training Council

1. Information by courtesy of Rae Julian, Opposition Research Unit,
Parliament Buildings, Wellington (1982)
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(V.T.C.), which has produced leaflets for use by careers advisors in
secondary schools and vocational guidance counsellors in the
Department of Labour. Each leaflet presents a carefully-researched
case study of a woman in a ‘non-traditional’ job (Novitz, 1982). This
group also initiated a study of sexist attitudes -amongst teachers and

careers advisors in secondary schools (Abigail, 1983).

In July 1984, the National government was defeated by a Labour
electoral victory. There are now ten women members of parliament
(eight Labour and two National) and two women cabinet ministers - the
highest proportion in New Zealand's history. At the time of writing,
the new government is in the process of setting up a Ministry of

Women's Affairs.
RADICAL PERSPECTIVES
i. Radical Feminist Perspectives

While liberal feminism may be seen as a set of strategies for
resolving the contradition for "educated’ women between the
expectations of liberalism and the ideology of 'femininity’, radical
feminism may be seen as strategies for dealing with the contradictions
between the dominant ideology of feminine virginity until marriage and

the permissive anarchy of the ’‘sexual revolution.’

During the mid-to-late 1970s, the writings of radical feminist
theorists such as de Beauvoir (1959), Firestone (1979), Greer (1971),
Johnston (1973) and Rich (1980) were widely read and strongly
influenced the thinking of many of the younger New Zealand feminists
(Coney, 1982; Haines, 1982). While liberal feminism had influenced
older, as well as younger, women, radical feminism appealed to the
'post-war babies’ in that it articulated their conflicts over
sexuality. As Freeman (1973, 34) had noted in America, the radical

feminists tended to be

"on the other side of the generation gap. While few
were students, all were ‘under 30' and had received
their political education as participants or concerned
observers of the social action projects of the last
decade”.
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Disillusioned by sexism within radical political groups as well as
‘mainstream’ social institutions (Mitchell, 1973), radical feminists
shifted the focus of their feminism from a preoccupation with
emulating men’'s careers, to one of analysing the experience of female
oppression within a social context of male-dominance, or patriarchy.

As Coney has argued, New Zealand feminists became more concerned with

"the power relationship which exists between women as a
class, and men as a class, and the psychological,
sexual and economic functions of that relationship”
(Coney, 1982, 13).

In 1972, Germaine Greer was brought to New Zealand by The Sunday
Herald. Advocating an anarchistic, individualised version of radical
feminist politics, for which socialists such as Mitchell (1973, 68)
have criticised her, Greer argued that "the first exercise of the free
woman is to devise her own mode of revolt, a mode which will reflect
her own independence and originality” (Greer, 1971, 20). She urged
women not to marry, since the nuclear family was destructive to women
and children alike. If women wanted children, they should devise
living arrangements such as communal groups, which would preserve

their individual freedom. Women, and men, should remain self-reliant:

"lovers who are free to go when they are restlesss
always come back; lovers who are free to change remain
interesting, the bitter animosity and obscenity of
divorce is unknown where individuals have not become
Siamese twins. A lover who comes to your bed of his own
accord is more likely to sleep with his arms around you
all night than a lover who has no where else to sleep”
(Greer, 1971, 244-245.)

In this, Greer’'s message echoed the rhetoric of the ’'sexual
revolution’. Her visit was much publicised in the press ? and her
campus speaking tour reached large numbers of men and women students.

However, many feminists, in the course of discussing in consciousness-

2. During one of her public addresses, a member of the audience
reported Greer to the police for using 'obscene language’. Greer
was duly charged and tried. The offending word (believe it or
not) was 'bullshit’!
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raising sessions the formerly taboo subject of their personal sexual
experiences, were becoming disillusioned with this model of sexual

‘freedom’. A useful description of this realisation has been written
by Haines (1984, 18):

"

.for many heterosexual feminists, at least, the
consciousness-raising experience was very valuable with
regard to discussions of sexual relationships. Many of
us had begun our earliest sexual relationships during
the ’'sexual revolution’ of the sixties. 1In a feminist
context, we realised how much this so-called revolution
had been for the benefit of men, not women. Women were
now expected to enjoy sex, and a consequence of this
belief was that they were expected to be available to
men much more freely than in our own parents’ and
grandparents’ days. What a relief it was to hear other
women talking about sex without men present; to find
out that many women had difficulties 1in their sexual
relationships; to realize that sexual liberation did
not necessarily make us less oppressed as women; to see
the ’'swinging sixties’' as the era of the faked orgasm."

In contrast to the early groups, such as A.W.L, the new radical
feminist collectives excluded men, seeking through consciousness-
raising to understand the nature of women’'s oppression and to devise,

(personal and political), strategies to transcend it.

Radical feminist activities came to a head with the series of four
United Women’'s Conventions (U.W.C.) held in Auckland 1973, Wellington
1975, Christchurch 1977, and Hamilton 1979. Although the organisers
of these aimed to attract women of all political persuasions, the

3 were based was

philosophy upon which these huge gatherings
separatist and based on an explicitly radical feminist philosophy.
The radical feminist principles as set down by U.W.C. organising
collectives (based on American sources) are worth quoting in full,
since they have been adopted as fundamental principles by numerous
groups in New Zealand (e.g. see Hearn, 1981). In the report of the
1979 U.W.C, these principles were explicitly laid down (United Women's

Convention, 1979, 10):

3. Auckland attracted 1,500; Wellington 2,200; Christchurch 2,600.
(United Women's Convention, 1979).
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"We, as the co-ordinating committee of U.W.C., believe
that all women have the right to equal choice and equal
opportunity. Thus, it follows that:

1. Patriarchy (male dominance) as a ma jor omnipresent
system must be ended;

2. We recognise that each woman must make her own
choices over compromise and survival within the

patriarchal system;

3. Believing that the personal 1is political we see
feminists as having a responsibility to all women;

4. We believe that feminism is an active commitment
and involvement towards feminist goals;

5. Certain basic principles are essential to a
feminist conception.

These include:

a. Control of your own body, i.e. abortion a women's
right to choose.

b. Freely available, quality, 24 hour child care as a
right.

c. Abolition of sex-role stereotyping in all areas of
society.

d. Fostering and developing non-hierarchical

organisations and institutions.

e. Recognising that all forms of sexual preference are
valid and that heterosexuality 1is not superior to
any other lifestyle.

d. Fostering the right of women to work for equal pay
and with equal opportunity, a basic tenet of
feminism.

and the Convention will be run accordingly."

At the U.W.Cs., as in other radical feminist contexts, the issue
of lesbianism as a political strategy became a major focus. Many
lesbians had become involved alongside homosexual men in the early
days of the Gay Rights Movement in the major cities. However, some of
the women quickly became disillusioned with this mixed-sex movement,
finding that the men wished to focus on law reform, while the women
were concerned with issues specific to them as gay women. Sisters for

Homophile Equality (S.H.E.) was set up in Christchurch and Wellington
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and started the first lesbian feminist magazine, Circle. Lesbian
feminists became active in setting up lesbian clubs, in running
feminist presses (e.g the Herstory Press), they were active in the

Broadsheet collective, and many radical feminist community activities.

Lesbian feminists argued that lesbianism was more than ’'sexual
preference’; it was a political position. Through choosing to love,
live with and work with other women, lesbians did not have the
benefits of ’'heterosexual privilege' - the protection, financial and
emotional support of men. Heterosexual feminists were accused of
'heterosexism’. For example, Hall (1982, 44) commented that at the

1977 United Women's Convention in Christchurch

"lesbians pointed out...that...while there were
workshops for them, their political position was still
being ignored, and their contributions devalued by not
being given a major speaking slot on the programme’s
activities."”

The 1979 convention in Hamilton, according to Hall, (1982,44)

"was the first one in which lesbians were not only
encouraged to participate, but were actively involved in

structuring. It stands as a turning point in the
development of a lesbian community that scarred many
lesbians, but brought a fuller recognition of each
women’'s stand and her political commitment within
herself.”

Many radical feminist groups of the late 1970s and the 1980s have
experienced 'splits’ between lesbian and heterosexual members. The
heterosexism of ’'straight’ women has been seen as largely responsible

for this. Haines (1982, 18) has described this period:

"Indeed, heterosexual feminists were very concerned to
deny the media image of feminists as aggressive, man-
hating lesbians, and therefore wanted to downplay the
contributions of lesbian feminists to the movement.
These attitudes resulted in the splits between lesbian
and heterosexual feminists in the mid-seventies.”
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Haines also commented that the tensions within the radical
feminist movement have made it difficult for some heterosexual women

to be open about their sexual relationships:

"Lesbian women are often at fault, too, for their
attitudes towards heterosexual feminists can be
contemptuous - ’'sleeping with the enemy’ and so on.
This kind of attitude goes against the spirit of the
early seventies, when one of the greatest appeals that
feminism had to a woman was that it validated the way
she felt about her life, when she often thought that she
was odd, lonely or isolated for feeling that way"
(Haines, 1982, 21).

During the 1970s, radical feminist groups focussed their energies
on specific (usually sex-related) issues, such as running rape crisis
centres or refuges for battered women, or fighting the campaign to
legalise abortion. The passing of the (1977) Contraception,
Sterilisation and Abortion Act, making legal abortions available only
if the mother’'s life or health was in danger, was seen by many

feminists as a bitter defeat. As Coney (1982, 16) commented

"Despite polls which showed a majority of New Zealanders
supported a woman's right to choose, despite the
focussing of much feminist energy on this one issue,
despite years of lobbying, protests and submissions, New
Zealand women were now saddled with the heavy yoke of
one of the most repressive abortion laws in the world.”

Many radical feminists gave up trying to work 'the system’,
withdrawing into increasingly 'separatist’ lifestyles, setting up
work collectives and communes. Feminist artists and musicians have
spread the feminist message to many women: for example, the women's
art movement has produced some first-rate exhibitions (Batten, 1980).
Women’'s health collectives have encouraged self-help and independence
from the medical profession (Calvert, 1982). The separatism of some
radical feminists has been greeted with scepticism by others, such as
Coney (1979, 32), who said that

"radical feminism is in eclipse. The enormity of the
task a radical feminist vision demands has daunted many
of its followers. Some have slipped off to make the
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best of the system for themselves personally while
w?rking for what reforms they can; others have
disappeared into the quiet backwaters of cultural
feminism and separatism where they impart about as much
influence on mainstream society as ohus * have on
capitalism."

Radical feminists have been active in education, both within and
outside the formal ’'system’. Through 1its consciousness-raising
activities and dissemination of ideas through the feminist press,
radical feminism is itself largely an 'educational’ movement. Radical
feminists have also influenced many teachers through involvement in
feminist teachers’ groups. Although these groups are also attractive
to many liberal feminists, some have espoused a specifically radical
feminist philosophy, the Auckland group basing its philosophical
premises on those of the Hamilton U.W.C. (Hearn, 1981).

Feminist teachers’ groups > have been set up in several centres.
At the 1979 United Women’'s Convention, women at the workshops on
education decided to keep in contact and to support one another after
the convention. A group of teachers who had attended the U.W.C.
started the Auckland Feminist Teachers’ group, which has attracted a

large membership and produced a newsletter (Feminist Teachers) which

has attracted subscribers from all around the country. This group has
organised a number of public seminars, lobbied on relevant issues, as
holding well as regular social events. The Wellington group, W.I.S.E.
(Women in Schools and Education) has also attracted a large
membership. Initially there was debate within the group over the use
of the name 'feminist’ and, in order to attract women who were afraid
of this label, it was decided not to use the name. The Hamilton group
started off as a small group of feminist secondary school teachers.
The lack of primary school teacher members concerned them and after
the 1982 education cuts, it was decided to change the focus of the

organisation. The new group, Waikato Women and Education, has around

4. Ohus - communes

5. The information in this section is drawn from issues of the
Auckland Feminist Teachers newsletter, as well as my own personal
involvement since 1979 with all three of these groups.
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150 members, a fulltime executive officer, and a regular newsletter.
This group has become active in lobbying Members of Parliament over
issues such as the education cuts and the recent review of the core
curriculum (Department of Education, 1984). It has held regular
weekend seminars on topics related to women and education. All of the
feminist teachers’ groups are for women only, although, at least in

the Hamilton group, men have been invited to participate in specific

events.

The major thrust of radical feminist educational activity is
involvement in (academic and 'grassroots’) women'’'s studies. This will

be discussed in Chapter Thirteen.

ii. The Anti-racist Movement

The anti-racist strand of the feminist movement has its origins in
the struggle by Maoris to retain and regain rights to land and in the
opposition by pakeha and Maori to the Springbok rugby tours. Notirg
that she has long awaited "the time of Maori women" Awatere, has
claimed that

"Today that time has come. We have the strongest
indigenous women’'s movement in the world. Maori women
have assumed the leadership of Maoridom. While this has
not been publicly widely acknowledged within Maoridom as
yet, it has gathered a momentum nothing short of mass
slaughter can stop” (Awatere, 1982b, 23).

Originally published in Broadsheet, Awatere’'s analysis of Maori
Sovereignty has had a great influence on a number of pakeha feminists,
inspiring the setting up of discussion groups in Auckland and other

centres to examine the issue of white racism.

Describing Aotearoa (New Zealand) as a ‘white hegemonic’ state,
Awatere traced a long tradition of Maori protests, regarding the issue

of land as central:

"Maori sovereignty has always been a thread of belief,
commitment and desire, seen in the bloody defence of our
land, in the Ringatu movement, Kotahitanga, Kingitanga.
Set against our people has been the united strength of
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white people. The Maori now seeks to break that unity
in the interests of justice for the Maori people. This
concept challenges white people to examine their role in
supporting a system which to this day still treats us
like dogs" (Awatere, 1982b, 24.)

Drawing on Gramsci (1979 edition), Awatere argued that Maoris

constituted a class, oppressed in a 'white hegemonic’state:

"Gramsci’'s concept of hegemonic consciousness has
relevance to Maori sovereignty. In hegemonic
consciousness, a class puts 1its interest with other
classes at a national 1level and establishes alliances
with them" (Awatere, 1982b, 24).

Turning Gramsci’'s concept to her own ends, Awatere rejected
socialism as another manifestation of pakeha oppression. White
workers, she argued, would seek solidarity with white bosses rather

than with the Maori oppressed:

"The Maori shares with left wing groups the aim of
setting aside the capitalist classes’ power. This,
however, will still not ensure Maori sovereignty since
the (white) people who will replace this power are still
as much intruders as the bosses. The white
'proletariat’ are as chauvinistically pro-British and
anti-Maori as the white 'boss’" (Awatere, 1982b, 28).

White feminists were similarly accused:

"The first loyality of white women 1is always to the

white culture and the White Way. This is true as much
for those who define themselves as feminists as for any
other white woman. This loyalty 1is seen 1in their

rejection of the sovereignty of the Maori people and in
their acceptance of the imposition of British culture on
the Maori. This 1is to be expected as the oppressor
avoids confronting the role they play in oppressing
others" (Awatere, 1982b, 26).

Since 1982, Broadsheet has published a number of articles by and

about Maori women (e.g. Evans, 1982b 1984; Halkyard, 1982), covering
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issues such as the Springbok tour protests, and the 'Hikoi’ (land
march) (Evans, (1984).

There have also been attempts by other feminist publishing
collectives to implement anti-racist editorial policies. For example,

an Auckland feminist newspaper, Bitches, Witches and Dykes stated in

its inaugural issue that four pages of each issue would be devoted to
a 'Black Women's Forum’', which would not be subject to editing by the
white women who comprised the majority of the collective. Pila Alba

(1980, 5) explained this policy:

"...The politics of this are two-fold. We have summed
it up as being a necessity because of the racism of the
white women’'s movement, a racism that has excluded black
women. This has contributed to a situation where black

women have forged black women’'s liberation. ...The four
pages will be autonomous and will not be edited by the
collective.”

The 1982 Springbok Tour protests motivated many white women to

6 If pakeha New Zealanders

confront the issue of racism in Aotearoa.
could take such strong political stances against white South Africa
and claimed to support the African Blacks against apartheid, surely
they could confront the issues of racism in this country-Aotearoa.
Some white women took up the challenge and White Women Against Racism
groups have been formed to confront personal and institutional racism.
A major focus of such groups is republicanism - shedding the British

colonial heritage and identifying Aotearoa as a Pacific nation.

The Black Women's Movement has organised several Black Women's Hui
(United Congress of Maori and Pacific Island Women, 1982). Maori
women of this persuasion identify as Black 1in solidarity with the
oppressed of other parts of the colonized world (Evans, 1982 a,b),
although many Maori people would not accept this label. The aims of
Maori Sovereignty include demands for the restructuring of major

social institutions on Maori values (e.g. the education system) and in

6. The name 'New Zealand’' 1is rejected as a colonial imposi?ion.
‘Aotearoa’ is the Maori name: 'Land of the Long White Cloud.
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this respect their aims are consistent with those of more moderate
groups (see Tauroa, 1984). The Black Women'’'s Movement has confronted

not only racism in the feminist movement, but also sexism amongst
Maori men (Awatere, 1982, 30).

The Maori women’s groups are largely separatist, however, pakeha
women have become active in various Maori land protests-at Waitangi,
at Bastion Point. Other, more moderate pressure groups, such as Te
Waka o te Rangimarie (described in chapter Five) have been instigated
by Maori women who, together with sympathetic pakehas, are working

towards a ’'bicultural’ society.

iii. Marxism and Socialist Feminism

The contemporary feminist movement has frequently been accused of
being oriented only to meeting the needs of bourgeois women. In a
recent article in Broadsheet entitled ’'The invisible working-class
feminist’, Bird (1983, 26) outlined her sense of alienation from the

goals, concerns and cultural style of bourgeois feminism:

"I often find middle-class women irritatingly obsessive
about delving into their psyches, or yours, or some
other momentarily intriguing woman’'s. O0.K. Tracing our
grievances helps to reveal the social structures and
attitudes that form our personalities and shape our
lives. But sooner, or later if your situation is not so
desperate, we have to challenge and attempt to change
the structures that oppress us. Dissecting the minutiae
of interpersonal conflict in a small group of women is
just not that high on my list of priorities. For
example, we might spend hours thrashing out one woman's
difficulties in taking responsibility for collective
decisions, but when asked for a feminist analysis of how
government cuts will affect women in this country (to
present to a large @gathering of women), suddenly
everyone's got a reason not to do it."

Overviews of socialist feminism in New Zealand have been written
by Bunkle (1979 c) and Cook (1983). During the 1930s depression, many
women were active within socialist and communist groups. Specifically
feminist magazines, such as Working Woman, were established (Cook,
1983, 44). In her autobiography of student life at Auckland

University during the war years, Locke (1981) has provided some
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interesting observations on the status of women in the left-wing
groups at that time. For example, she noted that during the 1930s

there was still a feminist movement in New Zealand:

"In radical circles there was a sprinkling of militant
women. The feminists had not come to a dead stop after
the great wave of action that won the vote forty years
earlier. Their activities and endeavours were simply
more dispersed and spectacular occasions were rare"
(Locke, 1981, 165).

However, Locke’s feminist views were not in tune with the views of

the New Zealand Communist Party when she became involved:

"I was criticised for my pacifist illusions, my feminist
tendencies and other divergences from the straight and
narrow path” (Locke, 1981, 176).

True to its ‘Classical Marxist'’ beliefs, the New Zealand
Communist Party in the 1980s has regarded feminism as bourgeois and
counter-revolutionary. The summary of its philosophy outlined in its
fortnightly newspaper People’s Voice (May 14, 1984) made no mention of

women. A statement issued by the Waikato Branch on International

Working Women's Day® contained the following analysis of feminism:

"Their catch-cry is 'End the patriarchal (male-
dominated) system and women will be free’. How can this
be +true in our class society? Thousands of this

country’s working men are poor and exploited - and some
of the wealthiest shareholders in New Zealand are women
- living in luxury off their poorer sisters who are
chained to the factory bench for a lifetime. When the
crunch comes, women of wealth and privilege will almost
always line up with men of the same class to defend
their crushing exploitation of working men and women.
Feminism and other sexist chauvinism is promoted by the
capitalist class to pit woman against man, wife against
husband and woman against woman."

7. As used in Chapter Two to distinguish it from socialist feminism.

8. Leaflet handed out in Hamilton Streets, March 8, 1984.



149

However, in a later paragraph, the leaflet stated that working
women experienced specific problems at work, such as sexual
harassment. It did not consider the possibility that working-class
men might exploit working-class women in this way. Feminism has no

place in this form of Marxist thought.®

The politics of a number of Maeminist groups during the early
1970s shared this analysis. Jesson (1982) has described her
experiences in some of these groups. In 1970 the Auckland Women's
Liberation Front was formed, largely by members of the youth front of
the Communist Party, the Progressive Youth Movement (P.Y.M.).

According to Jesson, this group

"did not understand the philosophy of Women's
Liberation, and treated women as a sub-group of the
working class. That 1is, half the working class were
women, and women needed to become conscious of their
role as workers to develop working class consciousness
for the revolution" (Jesson, 1982, 46).

This group soon folded and was succeeded by a socialist feminist
group, 'Women For Equality’, set up in 1971. In contrast with W.L.F.
this group "was primarily concerned with sexism and the sexual
division and saw these as different from the class division, although
their message was aimed at working class women" (Jesson, 1982, 46).
The aims of 'Women For Equality’ were to achieve equal pay and
adequate childcare, and to "help break down the nuclear family as an
economic necessity" (Jesson, 1982, 46). Splits and tensions arose in
Auckland between this group and the equal rights-oriented A.W.L:
while the socialists aimed at working with working-class women for a
total revolution, A.W.L. consisted of highly-educated middle-class
women with "less definite politics, and tended to be comparatively

conventional” (Jesson, 1982, 46).

During the late 1960s and early 1970s radical activism in New

Zealand was influenced by the ideas of the European and American 'new

9. This criticism of feminism is commonly made by male Marxists
overseas, e.g. Sarup (1982, 90).
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left’, a major concern of which was exploring the relationship between
racism and American Imperialism, in particular the Vietnam War
(Bunkle, 1979c). Examples of this perspective can be found in the
writings of left-wing humanist geographer, Buchanan. Influenced
strongly by the Frankfurt School, (Buchanan, 1967) argued that western

civilisations were becoming 'dehumanised’ and this process

"invades every aspect of life in the society to which we
belong. It shapes our attitude to the Other, to those
who belong to cultural groups or to civilisations
different from our own. It 1is +this process of
dehumanisation which makes it possible for us to accept,
to connive in, the use of +the most sophisticated
barbarisms - the napalm and phosphorus bombs, the
sprayed poisons, ultimately the nuclear bomb and the gas
chamber-against those who are different-in race, in
colour of skin or eyes, in political beliefs...It shapes
our attitude in the most intimate and personal relations
- the relation between man and woman" (Buchanan, 1975
reprint, 156).

Although Buchanan acknowledged the commercial exploitation of
women’'s bodies, the concern of the ’'new left' with issues of
imperialism and peace usually excluded ’‘women’s issues’ as worthy of
serious analysis. According to Bunkle (1979, 25) this preoccupation
denied woman visibility in the student press, a major forum for

radical ideas amongst New Zealand youth in the 1960s:

"The primary impact of the left upon the development of
the New Zealand feminist movement has been a result of
marxist control of the student press...The revolutionary
left... has consistently directed it away from the
'decadent’ issues of women’'s liberation towards what it
perceives as the 'REAL’ issues of international politics
or state capitalism. The wuniversity 1is one of the few
natural meeting grounds for young New Zealand women, but
feminists have found it hard to find other means of
reaching the student population” (Bunkle, 1979, 25).

Contemporary socialist feminists are active within the Labour
Party (Roth and Wilson, 1984) and the trades union movement

(Gillespie, 1980).
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In a recent interview, Sonia Davies, Vice President of the
Federation of Labour, commented on her work in getting the Working

Women's Charter adopted as policy by that organisation:

"The aspirations of working women are the same whether
you live in a communist country or whether you live in a
capitalist country. You want your kids to be looked
after while you go to work, you want equal pay, you want
equal opportunity, you want to have a choice in your
union, you want to be able to go as far as you want to,
you want after-school and holiday care. All the things
that are in the charter are common to working women all
round the world" (Coney and Davies, 1982d, 48).

While some feminist unionists such as Davies (Coney and Davies
1982a, 1982b, 1982c) have supported the Labour Party, others have
become allied with the more 'Classical Marxist’' Socialist Unity Party
(S.U.P). Another group, the Socialist Action League has regularly

published a newspaper, Socialist Action, which has given some

attention to 'women’s issues’.

There has not been any substantial research into the influence of
New Zealand Marxist and socialist feminists in education. However,
the Workers’ Educational Association has had, particularly in

Auckland, a strong input from socialist feminists in its courses.
SUMMARY

The major tendencies in feminist thought characteristic of the
British and North American movements are also evident in New Zealand.
Liberal feminism attracted both older and younger ’'educated’ women who
sought to resolve the contradictions they were experiencing between
the promise of equality offered by the liberal/meritocratic ideology
and the reality of experienced discrimination and inequality in both
public and domestic 1life. In seeking professional and political
equality with men, liberal feminists sought to abolish the ‘feminine’
image and to emulate male career patterns. Men, in turn, would become
more nurturant and share domestic responsibilities. Liberal feminists
have had considerable influence on government policies aimed at

bringing about equality in education.



152

While liberal feminism may be seen as strategies for resolving the
contradiction between liberalism and femininity, radical feminism may
be seen as strategies for dealing with the contradiction between the
dominant sexual ideology of the patriarchal nuclear family (virginity
followed by monogamous marriage) and the permissive anarchy of the
"sexual revolution’. While some women devised patterns of
heterosexual relationships, others rejected heterosexuality
altogether, since this was the basis of women's oppression (Firestone,
1976; Johnson, 1973; Rich, 1980). One could fight patriarchy
through withdrawing all, including sexual, support for men. Lesbian
feminists argued that this was not merely a question of personal
'sexual preference’, but a political strategy (Johnston, 1973; Rich,

1980) in the fight against patriarchy.

The anti-racist movement has influenced white feminists largely
through the influence of university-educated Maori women activists,
who have challenged bourgeois feminists through the pages of the
feminist press. Although the movement for Maori Sovereignty has a
long history in the Maori protest movements, its influence on Pakehas
is recent. Pakeha involvement in the anti-apartheid protests has
paved the way for their confrontation with racism in New Zealand. The
emerging sense of national identity of many young New Zealanders has
also been fired by republican sentiments. The peace movement is also
influential in this, as New Zealanders struggle for a nuclear-free

Pacific.

Socialist feminism is a less coherent perspective in New Zealand
than liberal and radical feminism. Traditional Marxist and communist
groups in New Zealand have regarded feminism as a product of
'bourgeois chauvinism.’ Socialist feminists have been active within
Marxist groups, such as the Socialist Action League, but there are
tensions between their feminism and their allegiance to the Marxist
collectives (Bunkle, 1979b). Within the unions, feminists have
achieved considerable visibility through the Working Women's Charter
and policies against sexual harassment. Within the Labour Party there

are also women who describe themselves as 'socialist’.
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There is little published material on how individual women became
feminists. A life history approach allows the researcher to explore
how individuals came across, became attracted to, and put into
practice feminist ideas. What was it in some women's lives which led
them to adopt a feminist analysis? What part did their education and

schooling play in this process?
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PART TWO

FEMINIST EDUCATORS:

A CASE STUDY APPROACH
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CHAPTER SEVEN

METHOD: THE GATHERING AND INTERPRETATION

OF LIFE HISTORIES
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Life history analysis is a particularly appropriate method for
studying how individuals experience and interpret the events that
occur during their life-time. The method also provides an
understanding of the strategies people develop in dealing with
contradictions they experience as a consequence of their involvement.

Mills argued that this was the central task of sociology:

"The sociological imagination enables us to grasp
history and biography and the relations between the two
within society. This is its task and its promise"
(Mills, 1959, 12).

Plummer (1983, 70) identified life-history analysis as
contributing to the understanding of the process of social change:

"

...1t is in 1life history research, as the very name
implies, that a proper focus on historical change can be
attained in a way that is lacking in most other methods.
Such a focus is a dual one, moving between the changing
biographical history of a person and the social history
of his or her life span... A life history cannot be told
without a constant reference to historical change and
this central focus on change must be seen as one of life
history’'s great values."

In particular, the method places the person as actor, "the
subjectively creative being acting upon his/her world" (Plummer, 1983,
3), at the forefront of observation. Despite this, the method has
been curiously neglected by sociologists (Plummer, 1983; Sedgwick,

1983) and is virtually unknown in the sociology of education.

The usefulness of studying the lives of individuals as a means of
developing an understanding of society has recently received some
recognition in New Zealand. In July 1984, the Stout Research Centre
for the Study of New Zealand Society, History and Culture held its
inaugural conference at Victoria University of Wellington, taking as

its theme 'Biography in New Zealand’'. !° Sponsoring the conference was

10. The papers presented at this conference (all given by invited
speakers and commentators) are to be published in 1985 by Allen

and Unwin.
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the New Zealand Dictionary of Biography, which 1is producing a vast
compendium of biographies of New Zealanders. The compilers of this
dictionary have expressed concern that previous biographers had
overwhelmingly chosen as 'subjects’ famous pakeha males. They were
therefore anxious to include in the the dictionary Maori biographies,
women's life histories and the lives of working-class people. This
recognition by some New Zealand historians that the lives of 'ordinary
New Zealanders' were worthy of a biographer’'s attentions has been
given further support by the setting up of a national oral history
archive in which the tape-recorded memories of elderly people are

being preserved for future study. !!

In this enquiry the life-history method was used to study the
lives of ’'ordinary people’ who have become radical. This has been the
focus of a number of studies. For example, Myrdal (1967) interviewed
peasants from a Chinese village, collecting their analyses of their
experiences of oppression before the revolution, descriptions of
their radicalisation by contact with Maoist thought, their experiences
during the revolution and their analysis of the situation afterwards.
Rowbotham (1977) has collected the stories of British working women,
many of them with union backgrounds and socialist sympathies. These
studies showed individuals as creative strategists, responding to the
contradictions in their lives with a coherent political analysis and
becoming involved in the political struggles of their time. They
suggest that radicalisation occurs when people come to interpret
personal experiences of oppression, marginality or victimisation as
products of social conditions, have access to ‘radical ideas’,
perceive change as being both desirable and possible and devise

strategies of contestation and resistance.

This study of feminist educators’ life histories focusses on three
processes. The first is the process of becoming an educator, which
requires analysis of how and why these women achieved educational
‘success’ and came to choose teaching as an occupation. The second is
the process of becoming a feminist, of coming to interpret experiences

of discrimination or victimisation as symptomatic not of ’personal

11. The Stout Centre is supporting this project.
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inadequacies’ but as outcomes of the position and status of women in
society and the contradictions in their lives. The third is the study
of the educational practices of feminist educators, how their feminism

has influenced their teaching and their political struggles in

educational settings.

This chapter will outline the methodology of the life-history
section of the present study. First, the process of selecting the
group of New Zealand post-war feminist educators will be described.
Second, I will discuss the problem of interpreting and analysing life
histories in general. Third, I shall outline the techniques of
interpretation and analysis used in the present study and illustrate,
by means of a case study, some of the theoretical, methodological and

ethical problems engendered during the research process.
SELECTING A GROUP OF NEW ZEALAND POST-WAR FEMINIST EDUCATORS

The 'subjects’ chosen for this study had to be women, to have been
born in New Zealand during the late 1940s or early 1950s, to have had
their formal education in New Zealand, to have worked as educators and
to identify themselves as feminists. Since these women’'s feminist
analyses of their lives and the process of schooling was central to
the topic being researched, it was necessary to find women whose
theoretical perspectives encompassed the spectrum of feminist
perspectives in New Zealand: liberal feminism, radical feminism,
lesbian separatism, anti-racism, Marxism and socialist feminism. The
women chosen for study were to be selected according to the

theoretical perspectives they espoused.

The only way that a woman’'s theoretical perspective could be
ascertained was if she had espoused it in a public situation. Without
threatening the anonymity of the women it is not possible to be too
specific about how each one was chosen. Examples can, however, be
given at a general level: women's perspectives were visible if they
had written them down (e.g. in publications, conference or seminar
presentations), if they had spoken about them at feminist gatherings,
or if the women were known to me personally . I included women who

described their thinking as influenced by socialism/Marxism, radical
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feminism, lesbian separatism, Maori radicalism and liberalism. I also
included women whose descriptions did not 'fit’ my initial categories
- 'anarchist’ feminist, for example. However, the theoretical
categories upon which I based my choice of women should be regarded as
a typology, a set of 'ideal typifications’ (Berger and Luckmann,
1971): real individuals draw their theories from many different

sources and their perspectives are eclectic.

A second criterion for selection was to try and ensure that the
group included women with a wide variety of educational experiences as
pupils and as teachers. It was important to choose women who had
attended a variety of secondary schools and I decided that I would not
stop gathering ’'subjects’ until the major types of state school were
represented. Amongst them, the +twelve had attended seventeen
secondary schools: seven girls’ schools (six state and one convent)
and ten co-educational schools. Two of the women had taken commercial
courses, while ten had taken an 'academic’ course-either top-stream,
or second-stream, or a combination of both. (Two had been expelled
from schools, another demoted to a lower stream for 'bad behaviour').
While seven of the women had spent some of their childhood in rural
areas, four had been brought up in metropolitan or provincial cities.
One had boarded in a state hostel at a girls’ school in a city,

another had boarded with a widow in order to attend a city school.

It was also important to include women with a variety of teaching
experiences. I deliberately set out to include women who had taught
at preschool, primary, secondary and university levels. In order to
cover the separatist perspectives in the feminist movement, it was
also necessary to include a woman whose teaching was outside the
formal education system, working for a feminist community group. Most
of the women had taught at more than one level of the education
system. Three had taught in pre-schools, seven in primary schools,
two in secondary schools, seven had either lectured and/or tutored at
university level, two had done some part-time teaching in technical
institutes, and three had worked for adult education services. Seven
of the women had been recruited to primary and secondary teaching as
school leavers during the recruitment drives of the 1960s, following a

'traditional’ career path, while four had left school after the fifth
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or sixth form, and had returned to higher education as adults after

having had children and/or travelled.

Two other criteria for selection were ethnicity and sexual
orientation. The two Maori women had different tribal backgrounds.
There was also one part-Maori woman who was married to a Maori and
living, and educating her children for, a ’'bicultural’ lifestyle. The
sexual orientation of the women was also important in understanding
their feminist perspectives. 1 chose two lesbian women and one who
described herself as 'bisexual.’ All but two of the women (one
lesbian and one heterosexual) had, at some stage, been married. At
the time of the interviews, three of the women were experiencing
marital strife: one left her husband during the course of the study
for another relationship, and two separated from their spouses on a
temporary basis. Four women were living with their husbands. One was

living in a de facto relationship with a man.

The criteria for selection of the women were a broad spectrum of
feminist theoretical perspectives and strategies, a variety of
educational backgrounds as students and as teachers, Maori and pakeha

were to be represented, lesbians and heterosexuals.
THE GATHERING AND INTERPRETATION OF LIFE-HISTORY DATA

i. Some Guidelines From The Literature

Because few contemporary sociologists have employed life-history
analysis as a research technique, there has been little written about
the practical dilemmas faced by the researcher wusing this method.
There are, however, a number of feminist and sociological studies
which provide some guidelines and outline some of the theoretical and
methodological issues raised in the course of the interviewing process
and in the construction of a sociological analysis of interview

material.

Some useful insights have been offered by social phenomenologists
seeking to analyse the social origins of ’'schitzophrenia’ (Collier,
1977; Esterson, 1972; Laing, 1965, 1972; Laing and Esterson, 1970).

These social phenomenologists have interpreted 'schitzophrenia’ as an
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intelligible response to irreconcilable contradictions within
families. Although this topic lies outside the concerns of the
present thesis, some of the observations of social phenomenologists on
the interpretation of their case histories provide useful guidelines
for the sociologist seeking to relate the biographies of individuals
to their broader socio-historical context and to understand the

contradictions they experience.

Defining the unit of analysis of social phenomenology as ’‘micro-

history’, Laing (1971, 45) bemoaned its neglect by social scientists:

"We have been led to study what one might call micro-

history - transformations extending to several
generations in small social networks, especially
families. This terrain lies between individual
biography and larger-scale history. It is an area
curiously neglected by sociologists, anthropologists and
historians."”

Unlike the present study, social phenomenologists studied a
person’'s experienced contradictory reality through interviewing not
only him or her, but also other family members. This thesis relies on
the individuals’ descriptions and analyses of what happened to them in
their families and schools. These adult memories and interpretations
were accepted as 'valid’, since it was the women’'s adult, feminist
interpretations of their experiences which were the centre of interest
in the study. It was, however, quite possible for a woman to have
been wrong in the way she interpreted, say, her mother's expectations,
feelings or motives, or a teacher’'s prejudices. The central concern

in the thesis was not the events themselves, but the interpretations

the women placed on them, 'right’ or ‘wrong’'. As Laing expressed it
(1971, 30):

"No one in the situation may know what the situation is.
We can never assume that the people in the situation
know what the situation is. A corollary to this is:
the situation has to be discovered. The stories people
tell ...do not tell us simply and unambiguously what the
situation is. These s%ories are part of the situation.
There is no a prior reason to 'believe’ a‘story,
because anyone tells us it, as there no a prior reason
to disbelieve a story, because anyone tells it. One may
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have good reason, after putting it to the test, to trust
certain people’'s stories. The stories we are told and
tell are always significant parts of the situation to be
discovered, but their truth value is often negligible."

In this thesis I have assumed that the women were telling the
‘truth’ about their lives insofar as they understood and remembered
the events. There was no reason for them to lie, although for various
reasons, certain information may have been deliberately left out. The
techniques of revising and reinterpreting interview data in subsequent
interviews, as outlined below, ensured that the stories were

consistant.

The process of constructing a sociological interpretation of
personal material is a problem which has long concerned sociologists
who have used, or advocated the use of, qualitative methodologies
(Berger and Luckmann, 1971; Douglas, 1971; Oakley, 1981; Schutz,
1970a, 1970c; Sedgwick, 1974; Walsh, 1972). Phenomenologists, such
as Schutz, have argued that the social sciences require different
forms of explanation than the natural sciences because both
sociologists and ’'subjects’ are members of society:

”

...a theory which aims at explaining social reality has
to develop particular devices foreign to the natural
sciences in order to agree with the commonsense
experience of the social world" (Schutz, 1970a, 11).

What distinguished the objects of the social sciences from those

of the natural sciences for Schutz was the question of meanings:

"The world of nature, as explored by the natural
scientists, does not 'mean’ anything to molecules, atoms
and electrons. But the observational field of the
social scientists - social reality - has a specific
meaning and relevance structure for the human beings
living, acting and thinking within it" (Schutz, 1970a,
11).

The task of the phenomenological sociologist was to uncover and
describe the rules and relevance structures by which people lived

their everyday lives. Any sociological interpretation the researcher
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imposed must take account of what Weber had termed the ’'postulate of

subjective interpretation’, which Schutz described as the awareness
that

"...all scientific explanations of the social world can,
and for certain purposes must, refer to the subjech;e
meaning of the actions of human beings from which social
reality originates"” (Schutz, 1971a, 15).

The sociologist’s interpretation of the 'subjects’’
interpretations of the social world were therefore 'second order

constructs’:

"The thought objects constructed by the social
scientist, in order to grasp this social reality, have
to be founded upon the thought objects constructed by
the commonsense thinking of men, living their daily life
within their social world. Thus the constructs of the
social sciences are, so to speak, constructs of the
second degree, that 1is, constructs of the constructs
made by the actors on the social scene, whose behaviour
the social scientist has to observe and to explain in
accordance with the procedural rules of his science"
(Schutz, 1971a, 12).

This raises two major problems. The first has been discussed in
earlier chapters: phenomenology has been accused of being a -
historical and disregarding or underemphasising the constraints of
particular times and places which restrict and shape the types of
interpretations and actions possible to individuals. The second,
methodological, question is the problem of the sociologist’s personal
and theoretical biases which will structure the kinds of

interpretation s/he imposes on the 'subjective realities’ of actors.

Schutz argued that the social scientist performed the
‘'phenomenological reduction’-suspending belief in the comonsense
world, assuming a scientific detachment by ’'bracketing out’ his/her
own habitual wunderstanding of the everyday (Sarup, 1978, 36;
Seeberger, 1975/6; Walsh, 1972). From her/his vantage point of

'scientific detachment’, the sociologist constructed 'ideal types’,

patterns of
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"Typical behaviour or course-of-action patterns from
what he has observed. Thereupon he co-ordinates to
these typical course-of-action patterns models of an
ideal actor or actors, whom he imagines as being gifted
with consciousness” (Schutz, 1971a, 16).

The 'systems of relevance' attributed to the 'ideal typifications’
constructed by the sociologist were to be subject to the 'postulate of
adequacy’ in that they must be recognisable and intelligible to the
people being studied, thus ensuring the validity of the sociologist’'s
interpretation:

'...each term in a scientific model of human action must
be constructed in such a way that a human act performed
in the real world by an individual actor as indicated by
the typical construct would be understandable to the
actor himself as well as to his fellow-men in terms of
commonsense interpretations of everyday life" (Schutz,
1971a, 17).

However, Schutz did not adequately address the question of the
grounds of the sociologists’' ‘scientific’ interpretation of the social
world (McHugh, Raffel, Foss and Blum, 1974). As Walsh (1972, 30) has
argued, sociologists interpret and explain the social world from the
perspective of their own paradigms, such as Marxism, feminism or
functionalism. Laing (1971, 31) has made a similar point with respect
to psychiatrists’ interpretations of patients’ life histories.
Asking, as illustration, his readers to "imagine a psychiatric history

of Jesus", Laing noted that

"Few psychiatrists are experts in sorting out these
stories. They are experts in construing situations in
terms of a few standard psychiatric myths" (Laing, 1971,
31).

A further example of how sociologists’ theoretical assumptions can
distort the analysis of people’'s everyday lives 1is that of the
functionalist model of differentiated sex-roles as necessary for
social cohesion and stability, non-conformity with this pattern being

regarded as 'deviance’ (Eichler, 1980; Huber, 1976; Lengermann et
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al, 1979; Lopata, 1976; Oakley, 1974; Scwendinger and Schwendinger,
1971). An example of this, Watson's (1966) study of the 'marrying

behaviour of women teachers’, was described in Chapter Three (pp.74-
78).

Contemporary reflexive sociologists, {McHugh et al 1974;
Phillipson, 1972; Silverman, 1972a, 1972b; Walsh, 1972) have treated
the grounds of the sociologists’ categories as problematic and as a
central focus of sociological enquiry. This approach has also
attracted feminist researchers (Oakley, 1981; Smith, 1974; Stanley
and Wise, 1983), who have argued that the kinds of 'personal
knowledge' derived from the experience of being oppressed as a woman
gave feminist researchers common understandings with female research
'subjects’. The kinds of questions asked in a life-history interview
would therefore be strongly influenced by this common experience. In
an important paper on ’'interviewing women’, Oakley (1981) described
her own experience of interviewing women before and after child-birth.
For the interviewees, the interviews provided a chance to ask, as well
as answer, questions. Interviewees' perspectives were changed as a
result of the interviewing relationship. Rejecting 'textbook’
approaches to the interviewing relationship as exploitative, Oakley
viewed it as one of collaboration, for the situation of feminists
interviewing women minimised the gap between researcher and

researched:

"A feminist methodology of social science requires that
this rationale of research be described and discussed
not only in feminist research but in social science
research in general. It requires, further, that the
methodology of ’'hygienic’ research with its accompanying
mystification of the researcher and the researched as
objective instruments of data production be replaced by
the recognition that personal involvement is more than
dangerous bias - it is the condition under which people
come to know each other and to admit others into their
lives" (Oakley, 1981, 58).

Within this framework, sociological research is viewed as a
collaboration between the researcher and the researched. Rather than

being merely a means of testing preconceived hypotheses, interviews
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are means of generating theories. Silverman (1971a, 189) has, drawing
on Glaser and Strauss (19678), argued that sociological research was a
means of building sociological theories and that this approach marked

off the 'interpretive’ and 'reflexive’ approaches from positivism:

"Given the importance attached to comprehending the
actors’ views of reality, it follows that the attachment
of many researchers to a priori definitions and
hypotheses must also be brought into question. Such a
procedure usually serves only to enable the observer to
avoid coming to grips systematically with the constructs
of the people he is studying. It arises because the
dominant view of the research process stresses its role
of testing theory and hence demands initially clearly-

defined concepts. If, on the other hand, we use
research to generate theory, then we are under no such
restrictions. ‘Grounded’ theories can emerge which,

instead of forcing data into a preconceived 'objective’
reality, seek to mobilise as a research tool the
categories which the participants themselves use to
mobilise their experience" (emphases in the original).

The theory presented in this thesis should be read as a product of
collaboration between the researcher and the researched. As a woman,
a 'post-war baby’, a New Zealander, an educationist and a feminist, I
shared many political and theoretical assumptions, as well as common
experiences in the women’'s movement, with the women whose life-
histories were being studied. Futhermore, all of them had done some
university study and all but one had graduated by the end of the
research. Their degrees included, in all cases, some social science
subjects: sociology, anthropology, education, psychology or politics.
Seven of the women had done some post-graduate work in social science
subjects. All had some knowledge of feminist theory; eleven of the
twelve had some background as students and/or tutors of women's
studies either within or outside the wuniversity. The women studied
were, then, theoretically sophisticated. The method developed in this
study was designed to avoid what Stanley and Wise (1983, 163) have

termed ‘conceptual imperialism’:

"There is a continual contradiction between women's
involvement in everyday experience and the 'language of
theory’. The language of theory exerts a conceptual
imperialism over experience. In effect, there is a
power relationship between theory and experience, and
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one€ consequence is that women are not only alienated
from theory but also experience itself."

It was important to develop a methodology which would enable the
women being interviewed to assist in the analysis of their own

intervi . . ) ) ‘
lew data and to avoid imposing alien constructions upon their

experiences. However, I also recognised that I had done more reading
on the nature of the contradictions experienced by ’'educated’ post-war
New Zealand women than had most of the women in the study. I wished
to avoid both 'conceptual imperialism’ and a naive relativism. The
way to achieve this was to be as open as possible with the ’‘subjects’
about my own theoretical orientation and the model I was in the
process of developing. In this, my research perspective resembled

that described by Smith (1974) as a rationale for feminist sociology:

"If sociology cannot avoid being situated, then
sociology should take that as its beginning and build it
into its methodological and theoretical strategies. As
it is now,these separate a sociologically constructed
world from that which is known in direct experience and
it is precisely that separation which must be undone”
(Smith, 1974, 11).

ii. Structuring the Interviews: A Case Study of Collaborative Theory-

Building

After a woman was chosen, she was approached and invited to
participate in the study. No woman I approached refused to be
interviewed. I introduced the study to them as a study in 'feminist
educational theory’ and told them that my interest in them as research
‘subjects’ was as feminist educators, feminist educational theorists.
The directions of the initial interviews were centred on the themes of

how and why they had become educators and feminists and how their

feminism had influenced their educational practice.

on the practicalities of conducting

(1983, 95) has likened the life-

Few sociologists have written

life-history interviews. Plummer

history interview to a Rogerian counselling encounter:
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"Often the subject is expected to take the lead rather
than merely responding to a series of cues given by the
questionnaire. Furthermore it 1is not like a simple
conversation, an analogy that is sometimes made, for the
researcher has to be too passive for that. The image
which perhaps captures this interview method most
clearly is that of the non directive, phenomenologically
aware counsellor. All the rules of non-directive
counselling ... come into play here. Central to this
view is the uniqueness of the person and the situation,
the importance of empathy and the embodiment of ’'non-
possessive warmth’ in the interviewer".

Admittedly, my training as a 'Youthline' telephone counsellor in

the early 1970s was of great value as preparation for these

interviews. However, no interview, whether a counselling or a
research encounter, 1is ever 'non-directive’. Advocates of ’'non-
directive’ counselling merely attempt to hide their own
presuppositions. Although my interviews were intended to elicit

respondents’ own analyses of their lives, they were also designed to
test my own developing analysis of these. It was important to be

quite explicit about my theoretical model.

The first interviews were limited to 90 minutes - the length of
one cassette tape. After I had interviewed three women, 1 decided
not to limit the length to one tape, and found that most of the women
talked for three hours, two for four hours, at the initial interview.
After the first 'pilot interview’ I devised a check-list (see below)

which I kept in front of me during subsequent interviews to ensure we

covered as much ground as possible. When the tapes had been
transcribed, 2 I underlined the transcripts in five different
coloured irridescent felt-tipped pens. Altogether, there were over
500 pages of transcripts. The five colours represented the five

categories on the check-list. One set of colour-coded copies was kept
intact, another cut up and placed in a file - there was a file for
each colour category. However, large portions of the transcripts were
underlined in more than one colour. Another copy of the colour-coded
transcript was then sent out to each woman for comment along with the

following letter and key (the check-list used during the interviews):

12. After transcribing three myself, I decided my time could be better
spent and paid people to do the transcibing for me.
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"Dear

Enclosed is the transcript of the interview we did for

my doc?orate. Your contribution has been very much
appreciated. I am now working on the analysis of these
transcripts.

The copy I have sent you is yours to keep. The colour
code is as follows:

pink Fami ly parents
siblings
other ’'significant’ relatives
social class
religion
ethnicity

orange Sexuality sex-role socialisation
menstruation
sexual relationships
sexual morality
marriage
motherhood

green Career ambitions
influences (e.g. role models)
paid work
achievements (paid or unpaid)

yellow Formal education primary school
secondary school
university/Teachers College
other (e.g. W.E.A., Cont. Ed.,
Tech).

blue Feminism politicisation
activities
influences (e.g. reading, role
models)

I am interested in your reactions to the categories 1
have used (influenced strongly by Juliet Mitchell's
Women's Estate)!?®

13.

Mitchell’s theory was outlined in Chapter Two, pp.39-42. When I
started my interviewing, I thought Mitchell’'s four ’'structures’
(production, biological reproduction, sexuality and the
socialisation of children) could be a useful basis for the
analysis of the life-histories. However, 1 became aware that a
structuralist model was inappropriate. I was not dealing with
four equally-important 'structures’. The check-list, however, was
useful and I came to view the colour codes as indicating portions
of the transcripts dealing with two sites (the family and the
school) where contradictions between and within women's sexuality
and intellectuality/career aspirations were reproduced. The
'blue’ category was the most important one to the analysis.
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I received any written responses the woman had made to their

transcribed first interviews when 1 conducted the second interview.

All but two were interviewed twice, some three, some four times.!?
Comments such as "That was an orange, not a blue experience" validated
my categories - this was a 'sexual’ rather than a "feminist/political’
experience in her analysis of her own biography. I was thus able to
correct my error of 'conceptual imperialism.’ Others commented, "I
cried when I read the bit about..." or, "I'd forgotten I'd said (or
done) that"”, or "now I wouldn’'t put it that way, I'd see it this way"
as perceptions changed between the interviews. There was no set
length of time between the interviews, as I had to make use of funded
trips to conferences to 'do the rounds’ of my interviewees, who lived
in three New Zealand university cities. Two moved cities, another

five moved house during the course of the study.

The next stage in the research was to write a preliminary analysis
for comment. Asked to write a paper on 'female sexuality and school
culture’ for a textbook on 'Political Issues in New Zealand Education’
(Codd, Harker and Nash, 1985), I wrote the first draft of a paper,
'Family Strategies, of Cultural Reproduction: Case Studies in the

Schooling of Girls (Middleton, 1985) using four of my case studies.

This paper provided the framework for Chapter Eight of this thesis.
In it I analysed the studies using Bourdieu’'s concepts of the
'habitus’ and 'cultural capital’ to study the selection of an academic
or a commercial course and the typifications girls in academic and

commercial streams constructed of these.

My choice of Bourdieu’s model as a basis for the paper was
substantially influenced by an interview I did with 'Geraldine’, the
woman whose case history is outlined later in this chapter. In the
course of her second interview, we were discussing the colour-coded

transcript of her first interview and Geraldine, who had been taking

14. Two of the women became 1ill and I was unwilling to pressure thgm
to take part in further interviews. One of these appears only in
the quantitative data on the case histories and 1in one short
excerpt from her transcript. The other was a four hour interview
and I have relied on other sources of information, such as
articles recommended by her, in interpreting her material.
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courses in the sociology of education, offered the following analysis
of part of the transcript. We were discussing why it was that,
without University Entrance, with two pre-school children and living
in a situation of domestic violence, she should have found the
strength, confidence and initiative to return to her schooling, to

undertake teacher training and a university degree:

G. "Why were we good at school work, when Mum hadn’t
helped us much with our school work? I’'ve made a note
here - it was cultural capital! That's definitely what
it must have been, because she’d been a school teacher
and that - it was just an implicit passing on of values
and language... and attitudes and all that sort of
thing. But this was done over a year ago and I didn't
know about cultural capital then.

S. Well, that's interesting that you should say that,
because I'm using that, some of that Bourdieu stuff,
because that was immediately what hit me about your
interview. It’'s not just you, there’s one or two others
who left school, without having got their U.E. or in one
or two cases without having got their School
Certificate. And it was much the same, the cultural
capital was there...

G. I think the cultural capital was my Mother, I mean Dad
had hardly any schooling. He had no academic, anything
to do with the school.

Here Geraldine had applied a sociological theory (Bourdieu's
theory of cultural capital) to her own life history. At the time of
this second interview I had done little analysis of the transcripts
apart from the colour coding. This conversation with Geraldine
influenced me greatly and movitated me to read more of Bourdieu's
work. The results may be seen in the chapters which follow. This
serves as a useful 1illustration of the process of collaborative

theory-building which the life history technique engenders.

In the paper I wrote on ’'setting’, the notion of family marital
strategies was introduced as a means of understanding girls’ subject
and career choices. The ’‘sexuality-intellectuality’ contradiction and
the 'virgin-whore’ dichotomy were seen as aspects of the ideal
typifications of academic and commercial girls’ school subcultures.

It was argued that 'commercial girls’ were typified by academic girls
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as not only less intelligent, but also as more sexually active than
academic girls, who typified themselves as virgins. At least during

the school years, sexuality and intellectuality were perceived as
mutually exclusive.

I sent this paper out to the four women involved, asking them to
pass on to me (in writing or in person) comments on the major themes
of the paper, and the way I had interpreted her own transcript. I
then abstracted from the other eight case studies the relevant parts
of the transcripts which related to subject choice and adolescent
school cultures and sent these with a copy of the analytic article, to
these women with the same request. The major themes of the paper
received favourable comments from the ten I re-interviewed.
Suggested alterations were of a personal nature, such as two requests
for changes of fictitious names, correction of ‘grammar’ in the
transcript and sharpening up of my interpretations of specific events.
Most of the transcript material that has been used in this thesis has

been discussed on at least one occasion with the woman concerned.

My study continued for a period of three years. The involvement
of the women in the study included the interviews themselves,
receiving and reading the colour-coded transcript, reacting to the
interview material and/or its colour coding, 'putting the interviewer
straight’ in what to include and how to theorise it, receiving the
paper on streaming together with any additional edited transcripts,
reacting to and commenting on this material, communicating corrections
and criticisms to the interviewer. There were occasions when I met my
‘subjects’ in unexpected social or professional contexts, where
several ’'subjects’ were present with me by chance in a social
situation. This put me in a dilemma: what did I 'know’ about this
person in these contexts? As a researcher, I have had to 'bracket
out’ certain knowledge I have about people. This knowledge was an

inviolable secret as a result of my committment to 'confidentiality’.

Once after I had given a paper at a conference a member of the
audience said of a case study, "I think I know that woman", then
named a total stranger. Not once has anyone-colleague, friend or a

member of an audience - guessed the identity of any of the women. I
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regard this as a sign of the typicality of my informants’ experiences

for the women of this particular age group and social background.

RESEARCH AS CONSCIOUSNESS-RAISING: A CASE STUDY

Research is a social process and the relationship between
researcher and researched is one of human interaction. As a process

of human interaction, it is also one of intervention in people’s

lives. This is true of any form of research, whether the researcher
and the researched meet face-to-face, as in the interview situation,
or whether the relationship is more distant, such as via a postal
questionnaire. As a process of intervention, research may bring about
changes in the ways the ’'subjects’ perceive themselves and may, in
fact, stimulate them to bring about major changes in their lives. 1In

her interviews with new mothers, Oakley (1981, 50) noted that

"nearly three-quarters of the women said that being
interviewed had affected them and the three most common
forms this influence took were in leading them to
reflect on their experiences more than they would
otherwise have done; in reducing the level of their
anxiety and/or in reassuring them of their normality;
and in giving a valuable outlet for the verbalisation of
feelings."

Presumably, filling in a questionnaire could bring about change,
but the impact remains invisible to the researcher. However, in the
intimate relationship between researcher and researched fostered in
the context of a sequence of long personal interviews, such changes
are made visible to the researcher and become part of the data being

gathered.

The feminist slogan 'the personal is political’ (Bowles and Klein,
1983), provides an insight into the enterprise of sociological
research through seeing it as an attempt to relate the personal
(private ’'troubles’, biography or case study) to the political (public
"issues’, or social structure). The compatibility of oral life
history analysis with the feminist process of generating collective
knowledge known as 'consciousness-raising’ has been pointed out by

Novitz (1983, 299):
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"The most personal and intimate relationships can be
seen in terms of relative power and powerlessness. A
vital component of contemporary feminist activity is the
consciousness-raising group in which the personal and
unique experiences of women are shared in such a way
that a pattern of common experience emerges. In certain
respects life history analysis 1is similar. It involves
looking at the life of an individual as a unique
history, and the outcome of the historical, political
and ideological context within which the person has
lived... It essentially involves linking the personal
and the political."”

Consciousness-raising is a process by which ’'personal problems’
come to be seen as shared with others, as products of oppression which
can be understood and analysed politically and which can be changed.
Being involved in research can stimulate this process. I can best
illustrate this by means of a case study. I shall describe the case
of 'Geraldine’ - how I ’'selected’ her, the nature of some information
she shared with me in the course of the first two interviews, and the

consequences for her and for my own life of those disclosures.

I had first met Geraldine at a feminist party. Knowing of my
teaching, writing, and research on the subject of ’‘women and
education’ Geraldine began to tell me of her own schooling. She
described feelings of ’'marginality’, observing that while a 'mature
student’' at teachers’ college, she had become aware that most of her
peers had followed the expected path of academic 'success’ at school,
proceding straight from school to college, while she, in contrast had
been a ’'naughty girl’, slept around with boys, run away from home in
the sixth form, and become pregnant at 17. As a result she felt
‘different’ from her fellow students. Unlike her college peers, she
had had her two children, then taken up the dropped threads of her
schooling through the correspondence school. Her husband was a
violent man with a childhood background of foster homes and petty
crime. An unskilled labourer without educational qualifications, he
had opposed her return to school and had ripped up her first
assignments. Determined to free herself from domestic boredom and
economic dependence, she had passed her University Entrance
examination, applied and been accepted for Teachers’ College. She was

now a teacher highly regarded for her work in multicultural education
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and anti-sexist curriculum innovations. In the course of the
conversation she described her perspective as both feminist and
socialist and mentioned an early interest in anarchist theory. She
had been introduced to feminism by two other 'mature’ students at

college. I asked if I could interview her for my research.

At her first interview, Geraldine described her childhood on a
dairy farm, the lack of affection from her mother (an ex-teacher), her
teenage pattern of promiscuous sexual behaviour. In the sixth form,

she had run away from home and was living in a boy'’'s flat.

This was the second interview I had done for the thesis. At that
stage, my theoretical analysis was not very clear. However, one of
the hunches I had was that sexual experiences were generic to
feminists’' theories, the attraction of feminism being partly its
analysis of the sexual power-relationships between men and women. I
believe that if I had not myself been both a woman and a feminist the
interview would not have gone the way it did and the 'results’ would
have been quite different. Before explaining why I believe this, I
shall describe the information elicited in the course of this
interview, remembering that my own feminist perspective gave me a
certain insight into the relevance of sexual matters to my topic (the

nature and development of feminist educational theories):

G. "I'd been sleeping with him at this flat and I got
pregnant just after that.

S. Had you had any knowledge of sex before you started
sleeping with guys, had you had any sex education,
knowledge of contraception, anything like that?

G. No, nothing. Mum never even did the little talk that
you're supposed to have with your daughter.

S. Periods?

G. No. When I got my period, I was too scared to go to

Mum, because Mum had never even mentioned the word ‘sex’
to us and I knew she absolutely disapproved of anything
sexual because of hearing her with Dad and that sort of
thing, you know. She was very anti-affection, anti-
being-touched, everything like that and there was a
persistant, 'Get away, leave me alone’ and we had the
bedroom next door, so we heard it all the time. So my
knowledge of sex really came from the boys on the bus.
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School bus?

Yes. We lived on the farm and travelled into school
each day and that was sort of my main knowledge of it -
and plus seeing the animals on the farm.

Oh yes.

A lot of - the bull with the cows and all this sort of
thing. 1 gathered a lot of what was going on from that.
Um, also I had a few years of an experience with a
relative who, um, what would you call it? More or less
molested, but it was quite with my consent. It was more
or less, not forced, but what do you call it when you're
young and not really...

Taking advantage of you?
Yes, it was really.
How old were you then?

It started when I was twelve and it went on till I was
15. And, um, money, it had happened to my older sister
and I knew it was going on with her and my younger
sister was too young, she was only about six when I was
twelve. So...

Did you actually have intercourse with this guy?
Yes. It didn’t start off with that but it led up to it.
How old was he?

He was in his, he would have been 40ish. Late 30s, 40s,
when it started off.

Married?

And he was married with children and nobody knew
anything about what was going on. You see, he kept
saying to me "Don't you ever tell anybody because I'll
go to jail", and he kept saying this all the time. I
knew what I was doing was wrong, but he used to give us
money and um we used to say to Mum that the money came
from helping him round the farm and helping him round
the place and that sort of thing, so it was sort of
money for helping.

He lived near you?

Yes. And that went on for a long time, usually at his
place around the farm. His wife used to go out quite a
lot. I guess a lot of what went on - I don't sort of
blame myself so much now, but I did for a long time;
the fact of the money, kids, going back to get the money
all the time. And of course we never had money at home,
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we never had hardly any pocket money or anything like

that and -

S. He knew how to get his own way .

G. Yes. As I got older, I was more and more scared it was
going to be found out. I really was scared and um, and
I wanted it to stop, but at the same time I didn’t know
how to go about stopping it. But, um, it stopped once

we sort of moved into town and that; I must have got to
the stage when I just didn’'t see him..."

My being a woman in and of itself I believe was what had elicited
this information. Many of the other women interviewed had strongly
stated that issues such as menstruation had been seen as ’‘dirty’ and
"shameful’ during their adolescence. Despite the liberality of the
official policy of the day, as evidenced in the recommendations of the
Thomas Report (Department of  Education, 1942) in discussing
menstruation and the physiological aspects of human reproduction quite
openly, most of the women in my study had been taught not to discuss
these matters with others - even women - and certainly not with men.
This observation is supported by Barrington and Gray'’'s research (1981)
as well as in autobiographies by New Zealand women (Findlay, 1974;
Frame, 1983), and will be discussed at length 1in a later chapter
(Chapter Eleven). Had I been a man I would probably not have seen
the relevance of this information to my topic. Furthermore, even if I
had, the information would probably not have been forthcoming in the
interview. I knew all this ‘instinctively’' as a result of my own
cultural conditioning. As Smith has put it, the feminist sociologist
makes her "direct experience the ground of her knowledge" (Smith,

1974, 11).

At the end of the interview (the tape ran out), Geraldine
continued to talk of her childhood sexual experience with a 'relative’
describing this as 'incest.’ Apart from one woman friend in the past,
she had not discussed this experience with anyone. She was feeling
the need for a support group or counselling situation, but could not
bring herself to seek help. At this stage, I was unfamiliar with the
counselling services in her town, but offered to speak with a friend
of mine who lived nearby, was known to Geraldine on a casual basis and

was herself coming to terms with a similar experience in her past. My
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involvement had shifted from that of the researcher to that of a

member of the wider feminist community. Her disclosure had come about

as a direct result of my research.

Later in the year, Rape Crisis Centres launched a nationwide

publicity campaign on sexual abuse, which I discussed on meeting

Geraldine again in the course of my work. She had seen the recent
‘Closeup’ television documentary on incest. I had also bought her a
copy of Sapphira’s (1982) book, The Sexual Abuse of Children, which

was being distributed by Rape Crisis Centres. Geraldine told me that
she was wanting to do some reading on the subject, but was holding
back until she had finished her university work. She was also feeling

ready for counselling.

As a university teacher, I suggested to her that she might like to
write an assignment on the topic of incest. That way she could
reconcile her need to complete her assignments with her wish to read,
and find out about, incest as a social issue. I had students of my
own working on this topic as a result of the recent publicity, so was
able to help her in this. I gave her the name of a friend who was
working for an appropriate feminist counselling organisation and
suggested that she might contact her for resources for the essay,
since another student had already contacted her for this purpose. She
did this. My involvement was now that of researcher, teacher and
counsellor; her 1life and mine had become intertwined through our
mutual involvement in the small New Zealand community of feminists in
education. In the process of being interviewed, expressing and
articulating what had been personal and hidden, Geraldine was going

through the process of 'consciousness-raising’.

About a year later, Geraldine came for her second interview. As
requested, she brought with her the colour-coded transcript of the
first interview and some notes she had made upon reading it. At the
end of this second interview, Geraldine discussed with me the essay
she had started to write on incest. She had done a library search
and spoken with the women at her local Rape Crisis Centre, who had
given her some resources and information about the incidence of incest

as indicated by the number of phone calls they had received,



179

especially after the television documentary. Liking the women she
spoke to, Geraldine had 'come out’' to them about her own incest
experience and asked for personal support and counselling. She asked
me if I thought it possible to come to terms with the damage the
incest experience had had on her sexuality. She had left her marriage
since the first interview a year before at least partly because of
this: during sexual encounters with her husband she would at times

‘flash back’ to her incest experience.

In response to Geraldine'’s question, I replied spontaneously that
in my opinion she was lucky it had been a relative ’'down the road’' and
not the continual harassment of someone who lived under the same roof,

say, her father. To which she replied, "It was my father."

We spoke for some time of her seduction, her feelings about sex,
about men, her wish for revenge against her father, her anger and
blame of her mother. She was, at the time of writing, seeing a
counsellor. One of the women who first counselled her happened also
to be in my research. As Fenwick (1983, 17) has observed, from her
research experience with the TEACAPs study, "The research process can
provide a forum for strengthening women’'s networks." Geraldine told
the counsellor that being in my research had triggered her search for

help.

As a social process, research can stimulate changes in people’s
lives. This raises questions of ethics and of methodology. To what
extent should the feminist researcher ‘counsel’ women being
interviewed? (Oakley, 1981). What implications does personal
involvement between researcher and researched have for the
continuation of the enquiry? Feminist research of this type becomes a
dialectical and reflexive process in the construction of shared
meanings and interpretations (Bowles and Klein, 1983; McKinnon,
1982). Had I not been a woman, the data I would have elicited would
not have been as readily forthcoming. Had I not been a feminist I
might not have known the particular networks which have provided
Geraldine with the support she needed, or perceived the relevance of
sexual matters to the topic. Had I not been someone of about the

same age and sharing many similar experiences to Geraldine I would
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have asked different questions and, no doubt, constructed different
interpretations. We shared in common our gender, age, feminism,

teaching careers and rural background.

This case study lends support to Smith's (1974) argument that
feminism has challenged some of sociology’'s most fundamental
assumptions. She argued that if sociology was to accommodate feminist
analysis and to make visible women's experiences, it required a

methodological reorganisation, which

"changes the relation of the sociologist to the object
of her knowledge and changes also her problematic.
This reorganisation involves first placing the
sociologist where she 1is actually situated, namely at
the beginning of those acts by which she knows or will
come to know; and second, making her direct experience
the ground of her knowledge" (Smith, 1974, 11).

THE LIFE-HISTORY CHAPTERS: AN OUTLINE

The following five chapters analyse the life histories. Chapter
Eight explores, with the help of Bourdieu’'s model of ‘cultural
capital’, the process of becoming educationally 'successful’ at
school. It is argued that the choice of course in the third form was,
at least partly, motivated by family marital strategies. Within
secondary schools streamed on the basis of subject choice, distinct
and differentially-valued typifications of female sexuality and
intellectuality were constructed and reproduced. While the
professionally ambitious ’'academic’ stream girls typified themselves
as both intellectuals and virgins, 'commercial’ and other lower stream
girls were typified as not only 1less intelligent, but also as more
sexually active. Sexuality and intellectuality were perceived as
being contradictory. The cases of one 'commercial girl' and three
academic girls (three Pakeha and one Maori; two 'conformists’ and two
‘deviants’) are discussed as being particularly representative of the
issues raised in the twelve case histories. This analysis has been

checked and validated by ten of the twelve women.

Chapter Nine explores further the experiences of ‘academic girls'’

through four further case histories. The focus of this chapter is on
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the women’'s experiences of ‘marginality’ in the school years.
Examples of ‘'marginality’ include being of mixed social class origins,
being from an urban background in a rural environment, being Maori and
working-class in a middle-class Pakeha-dominated top stream and being
the child of British immigrants. Marginality is seen as an important

influence in the process of radicalisation.

Chapter Ten presents the case histories of three women who claim
to have been politically radicalised during their schooling. These
women described having their experiences of 'marginality’ articulated
by contact with radical ideas such as awareness of racism, knowledge

of the Irish question, and parental involvement in trade unionism.

Chapter Eleven describes the social construction of female
sexuality in the family and the school. Overt heterosexuality was
seen by many as having undesirable consequences in that there was a
stigma against 'unmarried mothers’ and their own mothers were seen as
frustrated and unfulfilled educationally and professionally. 'Normal’
bodily functions such as menstruation were seen as shameful and dirty.
Strategies for dealing with the experienced contradictions between
sexuality and intellectuality are then discussed with specific
examples from the case studies: lesbianism, celibacy, overt

heterosexuality, promiscuity and egalitarian marriage are exemplified.

Chapter Twelve presents studies of the process of becoming a
feminist educator and the women's theoretical perspectives and
educational strategies. The case studies comprise an example of a
"liberal feminist’ educational strategy, a bicultural perspective, the
teaching strategy of a Marxist feminist, a socialist feminist
analysis, a white woman with an interest in Maori sovereignty and

republicanism, and a radical feminist.

In presenting the case histories, the issue of confidentiality has
been a prime consideration. To protect confidentiality, each woman
has been given at least two fictitious names. In a country the size
of New Zealand, with a total population of around three million, the
total number of feminist educators is small. A woman, who, is, say a

Maori, a lesbian, came from a dairy farm and became a kindergarten
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teacher would be readily identifiable to many people without any other
details. Confidentiality had to be protected. For example, two of
the women had had babies as teenagers and had these children adopted
out: in both cases the women's parents were not told at the time,

and in one case still had not been told at the time of the interviews.

Because of the priority of protecting the anonymity of the
informants, this study has lost some of its methodological and
theoretical clout. One effect of protecting confidentiality was that
I could not use some of the women’'s adult experiences as feminists
because these women had had at some stage high public profiles and
would have been immediately recognisable. For this reason, only eight
studies of feminist educational strategies have been included in
Chapter Twelve. The 'high profile’ women’s lives have been used only
in the sexuality and school chapters, under at least two different
names. A second result of protecting confidentiality is that
different names have had to be used in the childhood/adolescence and
the adult sections resulting in some loss of continuity. This,
regretfully, was unavoidable. A third effect 1is somewhat ironic.
Different names have been used in the schooling/educational success
section and the sexuality section. Women's sexual and intellectual/
professional lives could not be connected. The irony in this is that
my own methodology has perpetuated the contradiction between sexuality
and intellectuality and prevented a complete analysis of their
interpenetration. One cannot, for example, tell if it was the
secondary school teacher who had the ’‘illegitimate’ baby, or whether

or not the primary school teacher is a lesbian.

Researchers are members of society. The dilemma of sociologists
whose membership of a social group prevents them from presenting
publically some of their research findings is similar to Bauman's

(1978, 17) description of the historian:

"History and its understanding become essentially the
same process; the understanding of the past, the effort
to penetrate and to capture the meaning of human deeds
is itself history. Acting as an agent of this
understanding, the historian is subject to the logic of
history."
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CHAPTER EIGHT

'SETTING’ THE SCENE: FAMILY REPRODUCTIVE STRATEGIES,

FEMALE SEXUALITY AND SCHOOL CULTURES
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This chapter discusses the process of becoming academically
successful at school. In earlier chapters it was noted that the most
common method of organizing pupils and knowledge in New Zealand
secondary schools in the 1960s was that of ’'setting’'- pupils were
streamed on the basis of subject choice into academic (or
professional), general and technical streanms. In this chapter,
'setting’ will be examined as a practice which contributed to the
construction and reproduction of class and gender identities through

four examples from the life histories.

In describing the case studies two themes will be emphasised.
First the issue of subject choice will be explored by bringing to bear
Bourdieu’s model of ‘cultural capital’. In earlier chapters it was
argued that functionalist studies of the correlations between school
success and parental social status had focussed on 'fathers
occupation’ and tended to ignore or underemphasise the influence of
the mother. While some researchers have used 'mother’s occupation’ as
a criterion, the category’ housewife’' in stratification studies lumped
together all non-employed mothers, whether they had previously been
manual workers or had doctoral degrees. The concept of ‘cultural
capital’ allows the researcher to explore the influence of both
mothers and fathers on a child’'s aspirations, motivation, choices and

achievements.

My second theme is the adolescent girls’' subcultures described in
the life histories as having been constructed within secondary schools
of the 1960s in academic and commercial streams. It will be argued
that within these youth cultures girls constructed 'ideal types’' of
virginal academics and sexually-active lower-stream girls. Sexuality
and intellectually were perceived as contradictory. Within these
schools the 'double standard’ of sexual morality (the virgin/whore

dichotomy) was evident.

In the first section of this chapter I shall present an overview
of the occupations and educational qualifications and backgrounds of
the parents of the twelve women in this thesis. This information is

to provide a context for the case histories in this and the following

chapters.
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In the second section the case of Sharon is discussed in terms of
her experience of how her mother’s and her father's habitus influenced
her ‘choice’ of a commercial course and how that decision has
determined her later career and her eventual acquisition of 'academic
cultural capital’ as an adult student. The third section starts with
a review of some literature on the practice of ’'setting’ relevant to
an understanding of the models of female sexuality and intellectuality
constructed in adolescent subcultures in New Zealand secondary schools
of the 1960s. Then the case of Margaret is discussed to show how
her school-teacher parents’ cultural capital and family marital
strategies influenced her choice of an academic course and
professional career. Finally, through citing the cases of Tahuri and
Geraldine, two 'deviant’ academic girls, I shall explore more fully
the images and typifications (Berger and Luckmann, 1971) of female

intellectuality and sexuality associated with the academic and

commercial streams.

PARENTS' OCCUPATIONS AND EDUCATIONAL BACKGROUNDS: AN OVERVIEW

The chart on page 186 gives details of the twelve women’s mothers’
and fathers’ occupations, educational backgrounds and qualifications.
This will aid a more detailed analysis of their academic 'cultural

capital.’

Three of the woman had dairy-farmer fathers, they differed in that
one had inherited his farm; he and his brother were the third
generation on this land. The other two were working 'rehabilitation’
farms allocated to returning servicemen after the Second World War.
None of the three dairy farmers had any formal educational
qualifications. Two had married primary school teachers - women with
higher educational qualifications than they had. The other farmer's
wife, frustrated by her own lack of education and unfulfilled
professional ambitions, had taken a job as a clerk in a small office
in the local town to help finance her children’s hostel fees at a city
state school. The two school-teacher mothers who had married dairy
farmer fathers had both given up teaching in favour of motherhood, one
working hard physically on the farm (unpaid), the other refusing to be

a 'skivvy’ on the farm , but later starting her own business. In all
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three cases, it was the mother’'s influence which was dominant in

furthering the daughter’s educational ambitions.

Two of the women had parents who were both primary school
teachers. Both women had spent their primary school years being
taught by their parents in small rural schools. In both cases, the
father had been the principal, the mother the associate teacher. This
situation of unequal power had influenced the daughters’ feminist
thinking.! One city woman had a primary school teacher mother
married to a working-class (factory-worker) father, another had a
secondary school principal father married to a mother without school
qualifications. The high proportion of teacher parents bears out
Ramsay’'s finding that student teachers tend to have close relatives
who are teachers-in-training. In Ramsay'’'s sample this was 20%
(Ramsay, 1978, 52). Watson’'s (1966) study also bears out this
finding. Of the women studied in this thesis, three had one teacher-
parent, while two had two teacher-parents. Three of the women (Linda,
Mar jorie and Judith) had professional fathers married to mothers
without qualifications. The two Maori women had been brought up by
working-class parents, although both identified strong female
professional role models in their whanau (extended family) group. The
influences of the parental and other adult influences on girls’
intellectual and marital aspirations can best be studied by means of

specific case studies.

CULTURAL REPRODUCTION IN THE FAMILY: THE CASE OF SHARON, A
'COMMERCIAL' GIRL

At the time of interviewing, Sharon was a school teacher with a
university degree. She took a commercial course at school, passed
School Certificate the second time she sat it and worked in a
succession of typing jobs. Her tertiary education was undertaken as

an adult, 'second chance’ student.

Sharon's father was a dairy farmer, and her mother had been a
primary school teacher before marriage and motherhood. Sharon

believed that neither of her parents had been happy in their careers.

1. This point will be developed in later chapters.
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Her 'decision’ to take a commercial course at school was made in a
family context of contradictory expectations about the nature and role
of women. It is important to explore her adult perceptions of the

expectations of each of her parents in turn.

She reported that her mother had been strongly encouraged to

become a teacher by both of her parents:

"she had a good education. Her parents really saw to it
that she studied and she really did well. She did
languages and they wouldn't let her do any housework.
She couldn’t even cook when they got married because
they were so intent on her getting a good education.”

Sharon believed that her mother had felt disadvantaged by her
education when she had married into her husband’'s farming family,

feeling alienated from the other wives in the farming district:

"She married into a farming district. My father had
been on the farm. He was the third generation. I think
they hated her because of that and they gave her a hard
time because she married in. She always resented the
fact that they hated her because she was more educated.
So for some reason in turn she decided her girls didn't

need an education.”

Sharon’'s mother's ambivalence about her own education was

transmitted to her. She was not encouraged to read during her

childhood:

"Never read anything. Never had any books, that I can
remember, my parents never encouraged us to read any
books. They were well-off, after a while. We were not
wanting for anything. We never had good books at home.
We weren’'t encouraged to do anything like that."

During her childhood and adolescence, Sharon experienced

contradictory expectations over her body image. These contradictions

reflected the dilemma of many women and girls on family farms.

Sharon was expected to be both an unpaid farm labourer and a
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feminine’' woman. This contradiction was evident in the attitudes of

both Sharon's parents, and exacerbated at puberty.

Sharon noted that her mother had refused to do manual work on the
farm, a characteristic which further differentiated her from any of
the other wives of the district. The ‘'habitus’ of an urban

sophisticate was inappropriate in this rural community:

"She refused to be like a lot of the other wives around
who just sort of helped to ‘muck down’. She wouldn’t do
that, I think she fancied herself a bit higher than
that.”

Sharon’s father had no formal educational qualifications. Sharon
believed that he held conservative views on the nature and role of

women, noting that he had set ideas

"of what you could do at certain levels, and what women

could do at certain ages. Because since then (I mean
about three years ago) my father told me that he feels
women are second class citizens. So he had certain

ideas about the division of labour.”

From her father, however, Sharon had learned farming skills. As a
child, farm duties had been a normal part of her life. Sex-role

stereotyping was not at that stage an issue:

"we used to have to help on the farm, which was the
normal thing with girls. Anybody did on the farm, if
you were born a boy or girl you actually worked on the
farm. We had to help milk in the sheds. We had
rosters, we had to be there in the morning or at night.
Before we went to school, and when we came home we had
to help clean up. And we had to help feed the cows
during the season, and so, you know, we were just part
of the work force. And in the summer time we had to
help with the hay making. We had to drive the tractor
for my father to feed out. One time we had to tether
the hay. And we did all that independently so that we
split up all the tasks that were easy. We were milking
at night or we were doing the tethering."
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However, after puberty Sharon was drastically restricted in her
physical freedom:

"Then we had this confusion. When I was a teenager then
there started to be these constraints. I remember the
first time getting a hiding, a good thrashing for coming
home late one night we’'d been around at a friend's
place. They had built a tree house. And they were

boys, that family. There were a lot of boys in our
district and my parents started to be concerned about
those sorts of things. So I started off being free.

Then at that stage my father started saying things like
"You’'ll have to watch your nails"” and things like that.
And you don't realise that those pressures are
conflicting. You're out doing things on the farm. And
then you're supposed to be looking nice."

For Sharon, adolescence marked a time of restriction. As a
physically active girl who excelled at sport , she found this
restriction difficult. Sharon’s cultural heritage, then, was fraught
with contradictions. From her father she had learned to work hard
physically on the farm, that girls were as capable as boys at manual
labour. Suddenly in her teens she was expected to change her body
image - the calloused hands of the farm worker must metamorphose into
the manicured elegance of the 'lady’. Climbing trees with local boys
was acceptable in childhood, but unrestricted associations with boys
exposed the teenage girl to the dangers of pregnancy or ‘moral
corruption.’ From feeling strong and independent in her body image,
she was pressured to regard her body as a 'thing’ for the pleasure of
others, to be looked at and moulded into the current fashions of
beauty. The parents’ model of a ’'young lady’ would ensure the
reproduction of the family at a comparable, or higher, class status

(Bourdieu and Boltanski, 1971; Hodges, 1979; Tilly, 1979).

From her mother, Sharon inherited a paralysing ambivalence towards
school knowledge. Sharon commented that although her grandparents
had strongly encouraged her mother in a teaching career, and to study
hard academically, this academic ’'cultural capital’ was not passed
onto Sharon directly in the form of access to books or encouragement
to succeed academically. Instead, both parents actively sought to
prevent her from becoming 'over-educated.’ Being too highly educated

could be a disadvantage in the marriage-market of a farming community.
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From her perspective as an adult, Sharon said that it was as a
result of these contradictory forces in her family that she had taken

the commercial course at her local District High School, noting that
her father had been

"the main one to make the decision. Definitely I
remember mother thinking that marriage was the only
thing - that girls didn’'t need an education, which is
surprising seeing she had a very good one. My father
actually made that decision 1 think finally. Although
they may have combined because my mother was a stronger
person than my father. She would have told him to say
it to me. That's the way things worked but they decided
secretarial work was enough. Like my cousin, my other
first cousin, she was a secretary and that was going to
be enough."”

Although she was successful in her commercial course, Sharon
disliked school, and at the time of the interviews, still felt cheated
at her lack of initiation into the subject matter taught in academic

streams:

"There were no teachers that motivated me at all. The
only one that I was impressed with was the typing
teacher who was most efficient and I suppose the only
role model I had in terms of a woman operating
efficiently and well and successfully. She is the only
one that comes to mind. She had high aspirations for
the girls you see and that came through very much. I
was first, second, third. She praised and gave
encouragement to those who were successful. So that on
my school report - when I finally left the Headmaster
put on my report "Will make a good career in typing."

Well there it was... So that was my only role model, and
my cousin who was a typist. Otherwise there were no
aspirations. It was just awful. I felt my education
was totally lacking. I never had any Shakespeare. So

amazingly minimal."

Sharon was aware of the low status of the commercial course. As
discussed in Chapter Five, this perspective has been shared by several
New Zealand women in their autobiographies and by sociological
researchers: "At school I felt I was in the dumb class.” She had
left school and taken a typing job after passing her School

Certificate the second time she sat 1it. She blamed her father's
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ignorance of the workings of the 'system’ (i.e. his lack of academic

cultural capital) for her first failure:

"I had failed School Certificate the first time. But my
father had given me the impression that School
Certificate was a four year course, and now when I'm at
university I read up on all this educational history, 1
realise that it was, originally, meant to be a four year
course. And then, of course, it just developed into a
three year course. And my father was operating within
the original dates...now I get furious to think that put
such tremendous pressure on me, not to worry about it in
the third year so much, and I did fail it the first time
round. And I sat it the next year and didn’t do much
better. I got, I'm always too ashamed to tell people I
only got about seven marks over. So I passed the thing,
but appallingly."?

At 19, Sharon suffered what she described as a 'nervous
breakdown’'. She took a series of casual jobs, devoting much of her
time to her sporting interests. After many years of overseas travel,
she was encouraged by a friend to apply for provisional admission to
the university. After being turned down the first time, she reapplied
and was accepted. After a successful year, she applied for Teachers’
College as a means of gaining ’'qualifications’. This provided her
with a means of gaining an education and being paid at the same time.
Sharon attributed her success as an adult 'second chance’ student to
the confidence maintained through her exceptional sporting prowess and

through satisfying her lifelong thirst for travel:

Sh. "I had this big vision of going overseas and 1'd had it
since primary school where there'd been a map on the
wall and I thought, 'one day I'll go overseas,’' and that
was the only thing that pulled me through, that was
having this one thing I wanted to do.

S. Where did you get that idea from?
Sh. I don't know. The only place I can think of getting it

from was from primary school, where we had a school
photograph taken, and behind us was the world map. And

2. At the time Sharon sat School Certificate (the mid 1960s), a pass
was calculated by the aggregate marks in four subjects: 200 was a
pass. So in her second attempt, Sharon scored an aggregate of

207.
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for some reason that world map is a very important part
of my life. Somewhere it got in and never went away."

Although Sharon’s mother had deliberately tried to prevent her
from becoming highly educated, Sharon commented that she had always
"had a hankering to have an education."” Eventually, she, like her
mother and grandmother before her, became a school teacher. However,
the years of denial by her mother, her placement in a commercial
stream, and her initial failure at School Certificate left her
insecure in her identity as an intellectual. 1In this, she exemplified

Bourdieu's description of the foreigner, whose

"mediate, knowing acquisition will always differ from an
immediate familiarity with native culture, in the same
way as the interiorised, subconscious culture of the
native differs from objectified culture reconstructed by
the ethnologist” (Bourdieu, 1971b, 205).

As an adult Sharon retained a deepseated sense of intellectual
inferiority, despite some outstanding success academically. She said
that she felt her schooling as a commercial girl gave her an inferior
education and that she could never '‘catch up’ with her peers who were
in academic streams. In other words, her experience was one of

‘'marginality’ in the intellectual world:

"I missed a lot of ground work and, for instance, I

didn't know how to put an essay together. I was so
unconfident in those first days at university that 1'd
be a nervous wreck. I'd be crying and weeping and

wailing over my efforts to get things up to a standard
which I'd never before had to accomplish. I just found
the whole thing traumatic, utterly traumatic. I think
there are things that you never actually pick up on,
just basic knowledge, basic general knowledge of how the
world operates. All about religions, all about
politics, all about the history of the world. I’'ve had
none of that and I just feel, all the time there’s this
undercurrent of non-confidence sort of goes along with
me all the time because I just know that even though I
can get to a certain standard now and I’'ve got a good
degree, I still have this basic 'lacking’'. But I'11
never catch up. I’'ll never be able to read fast enough,
I'll never catch up on all those 'booky’ type things in
my whole life."
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THE PRACTICE OF 'SETTING’ AND SCHOOL SUBCULTURES

i. Guidelines From The Literature

During the 1960s, 'setting’ was the dominant mode of secondary
school organisation in this country. Sociologists have argued that
the practice of setting leads to a kind of reification of pupil
identities - images of 'academic girls' and 'commercial types’ (excuse
the pun) are constructed by teachers and by pupils. In the process of

reification

"...identity itself (the total self, if one prefers) may
be reified, both one’s own and that of others. There is
then a total identification of the individual with his
socially assigned typifications. He is apprehended as
nothing but that type" (Berger and Luckmann, 1971, 108).

The effects of streaming in the social construction of pupil
identities have been described by a number of sociologists in the
phenomenological and interactionist traditions. Becker, for example,
studied teachers’ attitudes to students from a variety of social class
backgrounds and concluded that teachers, like other workers in the

service industries

"Typically have some image of the 'ideal’ client, and it
is in terms of this fiction that they fashion their
conception of how their work ought to be performed, and
their actual work techniques. To the degree that actual
clients approximate this ideal the worker will have no
‘client problem’" (Becker, 1971, 117).

Keddie’s (1971) ethnographic study of a British streamed secondary
school described teachers’ typifications of students in ‘A’ or 'C’
streams: teachers had quite specific expectations of what the typical
‘A’ or 'C’' child was interested in or capable of achieving.
Furthermore, Becker noted that teachers also made judgments about the
moral acceptability of the 'lower class’ students: "The early (by
middle-class standards) sexual maturity of such children is quite

upsetting to the teacher" (Becker, 1971, 124).
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In this and the following sections, I shall describe the images of

academic and commercial girls as the women I interviewed remembered

and interpreted them. In this the women described their perceptions
of their own and other streams, and their (remembered) perceptions of
their teachers’ perceptions. Students in the top stream academic
forms took two languages. 1In city schools this was usually Latin and
either French or German.? As described in Chapter Five, these
streams were often seen as the preserve of the middle upper class.
For example, Tahuri, a Maori woman with upperclass ancestry, had been
brought up by adoptive parents who did not have any formal educational
qualifications. She described the clientele of her top academic
stream ('3 Professional A’) in the girls’ high school of her

provincial town as

"...the most elitist, most exalted third form in the
school which included the daughters of the town's
professional and business elite. The high school
teachers’ kids, the doctors’ kids, the lawyers'’ kids,
the accountants’ kids, the boss of the supermarkets’
kids, the research scientists’ kids".

Within elite academic streams, some groups of girls developed
"intellectual’ subcultures. In this chapter one of these will be
described by Margaret, who attended a girls’ school in a provincial
town. Margaret’'s 'intellectual’ girls’ subculture was based on a
virginal model of female sexuality and affected the dress and
mannerisms of university students. Their model of intellectuality was
based on their fantasies of an academic/artistic bohemia partly drawn
from their contact with 'university freshmen’; for the girls, however,
the development of their intellect was largely aimed at attracting an
intellectual/professional husband. In their case the process of
cultural reproduction was, at least in part, one of acquiring the
knowhow to become the wife of a professional man (Connell et al,
1982). ’‘Subject choice’ and professional aspirations were, at least

partly, motivated by family marital strategies aimed at class endogamy

3. Latin would rarely have been offered in rural schools. To take
Latin, rural children would have enrolled with the Correspondence
School or attended boarding schools - either private schools or
state hostels attached to girls’' schools in the larger towns.
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or social mobility (Bourdieu and Boltanski, 1971; Hodges, 1979;
Tilly, 1979).

According to the women in my study, girls in the academic streams
who either became overtly sexually active or who assumed the outward
trapping of 'tartiness’ often became outcasts in the eyes of their
teachers and the ’'straight’ academic girls. In this they created

‘deviant’ subcultures.

Geraldine, who had been repeatedly molested during childhood,
believed that she was demoted from the academic stream because of her
overt flirtatious behaviour in the classroom in her co-ed school.
Tahuri, placed in the top stream because of her 'high intelligence’
was forbidden to take Maori language, which was seen as 'not good
enough’ for the top stream. She and two other outcasts formed what
Willis (1977) has called a 'culture of resistance’ and was eventually

expelled from the school.

Commercial stream girls took subjects which prepared them not for
executive or managerial positions in the business world, but for
typing jobs. Although there 1is 1little research on this in New
Zealand, it may reasonably be surmised that few 'commercial girls’
became top secretaries, as few continued their schooling beyond School
Certificate;? top secretaries (e.g. legal or executive secretaries)
would usually have at least U.E., possibly a degree, and learned their
shorthand and typing at a business college or technical institute.
The curriculum of commercial courses has been described by an
Australian researcher (Taylor 1984) as a form of "apprenticeship in
womanhood" in which girls learned not only the practical office
skills, but also the appropriate mannerisms of deference to the boss,
'feminine’ dress and grooming. Taylor noted that these courses were
taken by a mixture of middle-class and working-class girls and that in

her study

4. At this time some of the School Certificate subjects taken by
girls in the Commercial streams were not available for University
Entrance. To sit U.E., they would have had to ’'pick up’' new
subjects for which they did not have the fifth form pre-requisite

- a difficult undertaking.
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"Very few gave office work as their desired occupation
at the time of subject choice. There was some evidence
of mothers and sisters having encouraged girls to take
commercial courses, sometimes because they had done so
themselves. (Taylor, 1984, 8).°

The case studies in the next section describe the typifications of
intellectuality and sexuality constructed within adolescent girls'

subcultures associated with top academic and commercial streams.

ii. Margaret: An Academic Girl
Margaret was a school teacher with university qualifications in
mathematics. She had, upon leaving school, attempted an Engineering

degree. After failing the first year of the course, she had taken

casual jobs, married and had children. On first applying for
Teachers’ College, she was turned down - she was accepted the
following year. Now a qualified teacher she has completed a

university degree.

Margaret’'s parents were both primary school teachers, who had
taught together in rural schools throughout much of her childhood.
She felt that both parents had always expected her to succeed
academically and "It was always assumed that I would go to
university.” Both her parents and her grandmother’s examples had
provided her with academic ’'cultural capital’ and Margaret had always

aimed at a professional career:

"I remember thinking that I was different from other
girls, say particularly when I was in the third form, in
a girls-only school because 1 knew I was going to
university and I felt that going to university was much
better than being a secretary. I was actually a total

5. Taylor’'s study, however, was carried out in Queensland in the
1980s - there is a certain danger in generalising from this to New
Zealand in the 1960s. However, it should be safe to assume that
the general rationale behind such courses has not changed.
Furthermore, Taylor commented that some of the textbooks still
being used with secretarial students date from this period. We
need research in this country into the ideology of commercial
courses in terms of textbooks, teacher and pupil attitudes. For
an important study relevant to this theme in New Zealand, see

Abigail, (1983).
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1ntell§ctual snob; I wouldn’'t have dreamed of doing
something I thought as insignificant as being a
secretary or something like that. I used to feel 1 was
more interesting because I was a female with those kind
of ideas because I knew it was unusual for a woman. The
other thing that was always talked about in my family
was my grandmother was always held up to me. That's my
mother’'s mother, not my father's mother. My mother'’s
mother was very bright and had got a degree in maths and
she'd had a big struggle to get it. This example of
granny was always held up in front of me. There were
strong expectations of me."

The model of female intellectuality that Margaret had grown up
with was intertwined with a perception of an appropriate feminine
sexual identity. From her perspective as an adult, Margaret noted
that during adolescence, part of her professional ambition
(engineering) was motivated by marital ambitions. Although her father
had wanted to be an engineer the war had prevented this and he had
become a teacher instead. This lost ambition was transferred onto
Margaret and became a part of her intellectual and sexual fantasy
life:

"I never could decide what I wanted to do. I ended up
heading towards engineering because I couldn’t think of
anything else. My father kept saying how good it would
be. A part of their whole fantasy, I’'ve got to say, was
that it was always assumed that I was going to get
married and there was a slightly ’'snobby’ thing I
suppose. Obviously if you think you have an intelligent
daughter I suppose you don't want her to marry a
drainlayer. Part of this thing was that I would go to
university, I would have a career on my own which would
make me more ‘interesting’ and all the rest of it. It
wasn’'t so much that I would have a wonderful life myself
- that's part of it, but still there was this fact that
I would make some brilliant professional man an exciting
wife."

As a member of the top academic stream in a girls’ school in a
provincial town, Margaret and her friends had their own "intellectual’

subculture:

"I used to go to the fifth form dancing class which wa§
held from 3.30 to 4.00 and boys came up from the boyg
college. You can imagine how innocent I was. It was in
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the Girls’ College assembly hall...The other thing I
uged to do at school was debating which is what the
girls in the academic stream used to do because we could
mget the boys; we had a combined Boys’ High School-
Girls’' High School debating team. If you were too
superior to hang around the boys’ college when the first
fifteen were having rugby practice you joined the
debating society and met the intellectuals. An aura of
ultimate snobbishness, we really were...The highlight of
the debating year was that the university freshmen used
to send a team up to debate the combined Girls'-Boys'
College and of course these people had enormous status
just because they were at university."

The girls in this intellectual subculture saw themselves and each
other as virgins. 'Dates’ were with boys from the same top-stream
academic level with similar aspirations and fantasies. They had their
own mode of dress, (the boys "affected black jerseys"), no doubt
copied from the bohemian atmosphere of university student coffee bar

subculture of the early 1960s:

"As for boyfriends, me and the girls that I was friendly
with, our boyfriends all came from our own class level
at the Boys' College and the boys were exactly like we
were: from the top class and the debating society, high
achievers academically...When we were in the fifth form
we were all into poetry, candles and stuff like that and
we used to go around to Jim's place, the intellectuals
amongst us, and lie around in the corner being bohemian.
Drinking black coffee with no sugar, which we all hated,
but couldn’t have asked for some milk or sugar because
you had to drink black coffee. The candles would be
spluttering down on the wine bottles that Jim had
collected from his older brothers or his mother.

S. Where did you get the bohemian fantasy from?

M. I've got no idea. I think very probably from our
boyfriends plus the fact that, we had this idea of
considering ourselves intellectuals, - part of it was
that me and my female friends were all no good at
sports. The girls who were interested in sports, there
was always this thing about getting a guy in the first
fifteen. On principle we would not have gone out with a
boy who was in the first fifteen. We all thought and
had heard that there was alcohol at some parties the
first fifteen went to and we wouldn’'t have touched any
alcohol, apart from communion wine. It was just so
straight. If any of us had gone to a party and somepody
had opened a bottle of beer we would have gone straight
home. We were so virtuous."
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For Margaret and her girl friends, sexual activity consisted of
romantic attachments and fantasies of relationships with artistic,
bohemian, intellectual men. Indulging in sexual intercourse was a

possibility that was never seriously entertained:

"I just assumed that nobody was 'having it off’ with
anyone and really in the group that I moved in I think
we were all virgins. I really do... The sorts of girls
that weren’t virgins were the ones that went around
looking 'knowing’, and I didn’'t know what the hell it
was they knew anything about. But I think probably now
that those were the ones that weren’t virgins, the ones
that T used to think looked like they knew something
that was going on that I didn’'t. That school was
streamed to the end and 1 was always in the top class.
There would be occasional girls in that class that may
have been sexually active, they certainly weren’t in my
friends. We all thought that sex was ‘no no' until you
got married. I suppose we all had some kind of semi-
religious thing in our upbringing to add to our parents’
morality."

Their code of sexual morality protected many of these girls from
becoming pregnant, enabling them to pursue their fantasies of
intellectual relationships and personal achievement at higher levels

of the education system.

Margaret found her intellectual/cultural fantasies validated and
extended by the adolescent subculture of the top academic stream. The
subjects studied in the school curriculum became part of the everyday
currency of her youth culture. This was, however, important not in

its own right, but as a means of attracting intellectual men:

"...When I was in the sixth form I started going out
with a guy who I went out with for about five or six
years... he was sensitive and artistic and Jim and
Hamish were best friends and they would lie around with
candles and read Eliot to each other. They were quite
amazing guys. I just remember reading Eliot ad
infinitum in the seventh form - we had to read the
complete works. I grew to hate T.S. Eliot. Well, I
don’t think I ever understood a word of it but I did
know that it was a frightfully amazing intellectual
thing to understand. These guys couldn’t do anything
wrong as far as I’'m concerned.”
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In Bourdieu's terms, Margaret’'s habitus and her school experience
were compatible and continuous, readily convertible to school
credentials. Her peer group subculture reinforced this, the value of
virginity serving not only her academic ambitions but also her, and
her parents’, marital ambitions - as an "interesting woman' she could

attract a 'professional’ husband at university.

iii. Tahuri and Geraldine: Two 'Academic Deviants’

Tahuri was a Maori girl brought up by adoptive parents who were
‘'working class’ in terms of the pakeha world. Both had had unpleasant
experiences of schooling. Keenly aware of distinguished scholars in
her family history, Tahuri had been taught to read by a relative at
the age of four. She grew up with high academic ambitions, her
cultural capital having been provided by her extended family network.
Tahuri was stimulated by some of the teaching she experienced in her
primary school. It was at secondary school that her enculturation as
a Maori was viewed as inappropriate by other pupils and by teachers
and the devaluation of her culture was made explicit. In a provincial
girls’' school which streamed pupils at least partly on the basis of

test results, Tahuri was prevented from taking Maori language:

"To get into the Maori language classes you had to be in
the general stream, which meant second or third class
intellect, certainly not remedial or vocational or
technical, but definitely not top stream and I was top
stream, and because I was top stream I had to be fed a
diet of French and Latin. And there was no way that they
were going to let me do Maori, no way at all. My mothe<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>