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Towm·ds e. Workinr~ Dcfi:1:i Uon of Patr:.i.ot:i sm 

As most people have definite views about patriotism, it is 

hardly surprising that the term possesses wide and varied connotations. 

While the dangers of presenting yet anotr..er idosyncratic view of 

patriotism are present, there are a numter of sound reasons both for 

the term 'patriotism' being employed throughout the thesis, rather 

than related terms such as 'nationalism', and for patriotism being 

defined largely in the context of observable behaviour ruid ritual. 

The classical definition of patriotism is " ... love of country, 

pride in it, and read:'Lness to make sacrifices for what is considered 

its best interest". This may be differentiated from that more 

exclusive term, 'nationalism', which is more usually regarded as being 

a conviction favouring the unity, independence, interest or domination 

f th t . 1 
o e na 10n. Curti, whilst accepting these definitions as evidence 

of' the close relationship between nationalism and patriotism, also 

points out that the latter te1·m is both more restrictive and more 

2 
complex. Such differer.ces favour the choice of patriotism as a 

central focl!s for study in the thesis. 

As a term, 'patriotism' is sufficiently broad to embrace several 

related concepts ond the so c.s:n hardly be ign.ored without detracting 

from the value of the research. One such concept is I loyalty' . 

1. See for in::t 311CE~, Ch31r.ber' s Twentieth Century Dictionary, rev .ed. 
(1959), s.v. 1 1,Jatriotism', 'nntionali~m1 • 

2. M. Curti, The 1'?oots cf' A:11E!·icn~ Loyalt..:z, New York: Russell 3Ild 
Russell, 1946, p. v:i.ii. 



J.P. ScLucir ho.r, dtf.::.ncd: .• loyalty as 11 ••• sometbing less than 

the typically uncritical adulc1tion of one's own political group, 

often accompanied by rejective attit1,.des tovmrds outsiders which 

is the heart of patriotisI!.i11 , but rerainds us also that loyalty is 

11 ••• something more than the formal, rationally justified duty to 

obey la.v,, which is the essence of bbligation". 3 

The position of loyalty in the social matrix can serve to clarify 

the otherwise complex bonds existing between individual end state, 

pupil and school, teacher and teaching service, which characterised 

patriotism in the Nev, Zealand primary school during the 1920s. Moreover, 

the decade immediately following the Arrri.stice was to be of crucial 

importance for the development of both loyoity and patriotism, not 

just in New Zealand primary schools, but in schools throughout the 

Western worla.4 

While patriotism as a term has decided advantages for the 

particular type of research represented by the thesis, nationalism as 

·a term has a number of serious drawbacks for a study of this nature. 

The first and most obvious one, is that it lacks the precision 

necessary in order to clearly illustrate the political relationship 

between the individual and the state which alone has relev.nnce both 

for Nevl Zealand primary schools, and for the decade being oxBJilined. 

The thesis analyses activities and beUefs which collectively implied 

a specific relationship between the future citizen and his political 

institutions aD refle.cted in the New Zealand primary cc.ucation system: 

3. InternotL-:m.n . .1 Encyclop2eclia of the Sociul Sciences, 1968 ed.., s. v. 
'loyalty', by.J.I-1. Sch:iar. 

4. C.E._M~rriQITI! Jl~J:Ic'.i~in1~ of C:i.tizens: A Comr2..r:.:hvc Stucly of TktLo:.~ 
of C:i.v:1.c 'I'.rnuiJn°•, Chicc'.i~;o: tii;ivor.sit_y of Chic:,r;o Prt::1s, -J)jl, p~u:s m. 



loyalty to king Dnd En:pire, r8co01-ition of obligations and rights 

essential to the maintencnce of the British woy of' lif'e, the 

nece::;.sity of actively combating any attempt at subversion of that 

life style, especially by left-wing extremists. Such analysing 

requires the use of a concept which, while providing for the 

inclusion of non-political behaviour and activities, enables due 

emphasis to be placed on the political. 

Clearly some breadth must be sacrificed in the interests of 

clarity. Earlier researchers, when faced with a similar problem, have 

sought a reme~y in more precise terminology. Almond and Verba, for 

instance, in their comparative study of political attitudes and 

democracy, begin with an extremely wide concept of 'civic culture' . 5 

This they define as a mode of 'economic' and humane culture change 

which takes a slow course, and seeks the common denominator. As a 

term 'civic culture' resembles 'nationalism' in that it indiscrim­

inantly embraces political and non-political aspects of culture, thus 

providing the researcher with a well-nigh insoluble task. While 

recognising value of such wide terms, Almond and Verba are quick to 

substitutethe more narrow, but highly useful concept of 'political 

culture' which alone cen enable them to concentrate on " •.. the 

specifically politic al orientations-attitudes towards the political 

system and its various parts, and attitudes towards the role of the 

self in the system". 6 For broadly similar reasons, 'patriotism' is a 

more preferable term than 'nationalisrr.' for the pur.poses of this 

thesis. 

5. G.A. Almond aTld S. Verba, The Civic Culture. PoliticRl Attitudes 
and Democracy in Five Nations, New Jersey: Princeton University 
Press, 1963, pp 6-8. 

6. Ibid., p.13. 



As well a::i failing to sepa.r:1te political and non-political 

aspects of culture vr.i.th sufficient clarity, 'n.:1tionalism' as a 

term has historically presented historians ru1d philosophers with 

problems of definition. One of the worst of these concerns the 

concept of a nation it self, for a nation can exist in politic al, 

cultural or historical form,{ The Germnn experience provides a case 

in point. Herder in the eighteenth century, defined nationalism in 

a non-political sense, advocating instead, the development of an 

original anc native culture, based on folk traditions. During the 

nineteenth century, however, the emergence· of the German Empire 

resulted in the growth of a more politically orientated nationalism, 

but this did not displace the earlier cultural forms. German 

nationalism thus remained essentially romontic, for at its centre 

lay the idealised 'Volk', bound by biological ties, which extended 

well beyond Germany's politic al frontiers. 7 After defeat in the 

Great War, German nationalistic r.,entiment beceme both more confused 

and more acute. To a considerable extent, the success of the Nazis 

in appealing to a large segment of German society lay in their 

ability to fuse cultural, racial and military forms of nationalism, 

~Qth the 'med.ieaval universalism' which had permeated German thinking 

for centuries. 

·The German experience with nationalism illustrates the dangers 

of employing the term for research purposes. Even in the English­

speaking countries, 'nationalism' was never a straight forward 

7. See especially L.L. Snyder, Germ::m Nationalism: The Tragedv of a 
~~<2plez 2nd oditi?n, New York: Kcr.nikat Press, 1969, p.153. 



8 
concept. New Zetland presents a furthc~r problen for the researcher 

in that it has been slow to develop a nationality of its O\m. 

During the 1920s, most New Zcal2YJ.ders still considered their country 

to be an integral part of the British Empire, on the grounds of 

common race, common sentiment, trade and security. Despite the deeds 

of the Anzacs, despite the rise of a number of New Zealanders to 

prominence in sport, literature and science, national feeling had 

developed little beycnd the posturings of Seddonism Imperialism 

which had been popular at the turn of the century. The 1930s were to 

be somewhat different, but noticeable changes, especic.lly where the 

schools were concerned, had to await developments in other areas, 

especially the wider emphasis on literature and the arts, and the 

growth of a more internationally orientated concept of patriotism 

as reflected in the 1929 Syllabus. 

Lastly the often practical nature of New Zealand society and its 

schools make ideology, nationalistic or patriotic, difficult to trace 

with any accuracy. A more fruitful approach lies in concentrating 

on the school activities which Merriam has considered to be all 

• t t • 1 • t. al • 1 • t. 9 F th· th th • impor an in po 1 ic socia isa ion. or is reason e esis 

identifies observable, or at least, researchable behaviour and 

activities which can not only be analysed, but also traced as they 

develop or change. The result has been that the definition of 

patriotism for the purposes of this thesis has been largely in the 

context of observed action, rather than in the form of a sociological 

model in any strict sense. 

8. Thu& Hans Kohn, in rejecting the extreme richt-wint; Gem.an concept 
of nat:i.onalisn: current in the 1930s, both ovc,r-idealised. 311.d under­
estimated. ·western n~tiom'clisrn. See K. Wolf, "Hans Koh.ri' s Liberal 
Nationalism: The Historim as Prophet" ,Journ~l of the Hi:3tor_y of 
Id_£~ xx.xvii (October-De.ceomber 1976): 651-672. 

9. Merriam, p.72. 
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ABSTRACT 

Patriotism and the New Zealand Prim.'.lrY. 

School : The Decisive Years of the Twenties. 

This thesis is concerned with patriotism, its impact on and its 

implicatior.s for the New Zealand primacy school. The term 11 patriotism11 

is employed in a wide sense to refer to a number of activities a..,d 

concepts which vitally affected both teachers an.d pupils. These included 

citizenship instructio~1 taught under history and c:Lvics, special patriotic 

and commemorative ob sorvance s such as Anzac Day, a.'1d a growing pre­

occupation with loyalty and co:'."lforrnity which led to the introduction 

of flag-saluting and loyalty caths. 

The 1920s were decisive years for school patriotism. Initially 

the Great War upset the earlier relationship between patriotism and the 

primary school. Be:'."ore 1914 school patriotism had been based on character­

training and steeped in the mystique of En1pire, particularly the imperial 

ro'.Tlanticisrn of Newbolt and Kipling. By 1918 these had beco:ne less 

important as new and more urgent considerations beg~n to clalm the 

attention of politicians and educationali:,ts. War was now regarded as 

being a struggle between societies in which education play::::d a cr1.1cial 

role. The necossi ty of natio.'.1.al survival had .largely ousted the ideal of 

the knightly crusade irnplici t in school patriotism prior to the outbr'3ak 

of war. At the same time patriotis1n itself had become more intGnsi::, more 

zealous and more dynamic than evr:;r before. As a result, its impact on the 

primary school wa::o to be correspond -i_ngly dist:Lncti ve. 

1. The Zenith of Pc,:tr:iot.ic lP-aJ., 1918 - 1922. 

The first section of this thesis traces the devolopm2nt of patriotic 

f'ervou1· a.udri g the '}arly pos t--war period E,1:d an.s.:Lyses its :Lmp'.ict on tl~e 



primary schools. Three important factors; the co~tinuing influence of 

the Great War, the unresolved problem of external security and the 

apparent threat to society posed by rnili t21.nt socialism, had considerable 

effect on the teaching of patriotism. On one plane this led to an 

extension of patriotic observaY1.ces in the schools, to a continuing 

School Journal bias towards patriotic and imperial articles, anci to a 

growing emphasis on citizenship training as reflected in the 1919 Syllabus. 

On a quite different and ultimately more significant plane, however, the 

political, economic and social uncertainties of the early post-war period 

helpei focus attention on the perplexing question of ensuring loyalty 

within the school e:,stem, for without loyalty, neither instruction in 

patriotism nor ex:po3·u.re to patriotic ritual could be successful. The 

gazetting of cornpul~ory flag-saluting regulations and the introduction of 

loyal-:.y oaths for teachers were measures which indicated a decisive shift 

in conc:ern from the inculcation of patriotism, to the maintenance of 

loyalty in the teac~.ing service. 

2. The Decline of Patriotic Fervcur, 1922 - 193(2. 

The second section of this thesis analyses the reasons behind the 

decline of patriotic zeal in the schools. Despite the initial fervour 

behind the early post-war extension of school patr:i .. otis:n, its impact on 

pupils had been limited by va.:dous environmental, administrative and 

educat:i 0nal diff:Lcul ties. More importa...11.t however, attitudes towards the 

teachine: of pat:r·:iotism changed during the 192Os, due to the existence of 

s:-:rver?.1 :new factors, 



Excessive pre-occupation with teacher loyalty, especially on the 

part of the Government, provoked a number of confrontations and 

contributed in large measure to a growing public distaste for the 

direction school patriotism appeared to have taken. As the decade 

advanced, a growing movement towards the social and cultural aspects 

of education began to supersede the older, more narrow stress on 

patriotism. In a world which was beginning to find the ideal of human 

brotherhood more attractive, there appeared less place for the strident 

:nationalism which had characterised patriotic instruction a few years 

earlier. By the late 1920s internationalist sentiment was beginning to 

have an impact in Nt•w Zealand, and this was to pro,,e vital in both 

influencing the type of reading material available t~ pupils a.rid in 

modifying the attit-..1des of politicia.'l.s, education aclmi:'listrators and 

teachers. 

The 1920s, therefore, were decisive years for patriotis~ and for 

the New Zealand primary school. In the years immediately following the 

Armistice, patriotism appeared destined to play a dominant role in 

education. By the end of the decade, its militancy and even its raison 

d'etre were being challenged. As far as the teaching of political 

values was concerned a new order was beginning to take snape in the 

primary schools which, while owing its existence to the events and 

decisions of the 1920s, was to last until the mid-1970s. 
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Frontispiece. Saluting the Flag. New Zealand 
school c~ildren were required to salute the 
f'lag weekly following the introduction of a 
Departmental regulation in May 1921. While 
regular flag-saluting was to continue in the 
schools until well after the Second World 
War, it eryoyed its heyday during the 1920s 
as illustrated in this photograph of a 
children's health camp in Palmerston North. 

(AJHR 1930, E-1 
f'acing page 16 ) 
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PREFACE 

In recent years there has been considerable interest concerning 

the teaching of political values in the school. Research has centred 

on two main areas: the relationship between the demands o~ society and 

educational change, aDd the impact of political instruction on the 

schoQl. New Zealand studies to date have largely concentrated on the 

contemporary situation and, in consequence, relatively little is known 

about the teaching of political values in New Zealand schools during 

earlier years. This study represents one attempt to fill the gap. 

1. Definitions and Boundaries 

Unfortunately the term "politic al values" is too diffuse and 

unwieldy for accurate employment. Because patriotism reflected many 

of' interwar New Zealand's social, political aDd educational values, 

this term was selected as the best compromise between clarity a~d 

depth, and the need to analyse as broad a ra~ge of factors as possible. 

The expression "patriotic" will be employed in a wide sense to stand 

V 

for a number of beliefs which collectively implied a specific relation~ 

ship between the citizen and his political and educatio~al institutions. 

These beliefs included loyalty to King and Country, recognition of the 

bonds linking the British peoples of the Empire, the obligation to 

combat subversion and knowledge' of a citizen's duties and rights. 1 In 

schools the outward manifestations of these beliefs were illustrated 

by such diverse but related activities as school commemorative observ­

ances, class history and civics lessons, Navy League lectures, compul-, 

sor-y- £'lag-saluting and the introduction of loyalty oaths for teacheTs. 

1. See especially, E.P. Malone, "The New Zealarl'.1 School Journal and 
the Irr:perial Ideology", New ZE,alend Jourrrn1..:2f ii:1,§..~£.EY 7 (April -1,373): 
12. New Zeal:,nd Journal of' History hereafter citsd as NZTH. 
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Although patriotism has been interpreted as widely as is practicable, 

there does exist a clear need for firm lines of demarcation. This study 

has sacrificed some breadth of coverage in the interests of depth and of 

conceptual unity. While this thesis is about patriotism, it is more 

particularly concerned with the relationship between patriotism and the 

New Zealand primary school. It is not an exhaustive study of patriotic 

attitudes in the Dominion during the 1920s, though it deals with these 

attitudes as they affected education. Secondary schools have been 

excluded from consideration except where a reference to them serves to 

clarify the situation with regard to primary schools. There are two 

major reasons for this deletion. First, the 1920s saw increasing 

numbers of secondary schools in New Zealand developing that degree of 

individuality which makes generalisation on the basis of a few examples, 

impossible. Second, and more important, secondary schools during this 

decade were not open to all, and for many pupils primaFJ schooling was 

to constitute their first and last experience of formal education. 2 

Private schools, denominational schools and native schools have been 

deleted for similar reasons. 

Apart from a few necessary exceptions, discussion is limited to 

those aspects of patriotic activity which were linked directly to formal 

education. Children's comics and annuals are not discussed, even though 

2. Despite a steady growth in secondary school attenda.YJ.ce during the 
1920s, nearly half the total school population ceased formal edu-
cation after their StaYJ.dard Six year. (See, C.E. Beeby, The 
Education of the Adolescent in New ?.:eal-'l.nd, [Vfellington: New Zealand 
Co'Jncil for Educational Research, 1937], p.6. New Zeala..11.d Cou.ncil for 
Educational Research hereafter cited as N?.:CER). In terms of sheer 
numbers, the disparity between primary and secondary schools was even 
more noticeable. Even by 1931+ there were 0:'.1.ly 31,829 seco:'.1.dary school 
pupils ( including thos(3 in technical schools), as corr:pared with 236, 'i 51~. 
in the primay•y schools. (New Zealand Official Year Book, -1936, p.136). 
New ZeaJ.and 0:f'f:icial Year Book hen-,ufter cited as Jearbook. 
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their influence on pupils was probably considerable. The difficulties 

involved in demonstrating the exact nature of their impact are 

sufficient to require a different type of approach, not easily compat­

ible with this study. School cadets have been included despite the 

fact that they were largely restricted to secondary schools during the 

1920s, because of what they reveal about patriotic activity generally; 

the decision to abolish the Junior Cadets in 1912, for instance, 

illustrates a good deal about pre-1914 attitudes to school patriotism. 

Youth organisations such as the Boy Scouts are not mentioned because 

they operated outside school hours. 

The thesi~ is confined to a relatively short chronological period. 

This has allowed attitudes and values to be analysed in depth, permitting 

continuity of structure to be more easily maintained. The choice of 

1918 as a starting point was in part dictated by the changes that had 

already taken place in New Zealand society as a result of the Great War, 

though it has been necessary to discuss patriotic ac~ivity prior to 

1918 in order to make subsequent developments clear. 

The decade of the twenties had both a distinctive dyna.micism and 

a conceptual unity. First, due to an exceptional co~bination of social, 

political and educational circumstances, patriotism in the years 

immediately following the Great War was to have a formidable impact on 

the New Zealand primary school. By the end of the 1920s, a new and 

equally remarkable combination of circumstances was responsible for 

drastically changing both the extent and nature of school patriotism. 

Second, educationalists and politicians throughout the deca:3.e were 

f'aced. with two related questions; how best to ensure effective patriotic 



instruction and, ultimately, how to maintain an acceptable balance 

between patriotic teaching and the new values of pr ogre ssi ve education 

vil:i 

and internationalism. For these reasons, the twenties were decisive years. 

A satisfactory resolution of the:;e matters presents a oonsiderable 

organisational problem. As far as possible a chronological approach has 

been adopted, but this has been subject to modification where, and when 

necessary. Accordingly, the thesis is divided into two sections, the 

first dealing with the rise of patriotic fervour in so far as it 

affected the school, and the second examining the reasons for patriotism's 

declining impact on primary education as the decade dr~w to a close. 

W'nile this second section has a terminating date of 1930, it must be 

remembered that s~cial and political fo~ces are no respecters of even 

the most carefully drawn chronological boundaries, and that consequently 

many of the trends which began during the 1920s continued on into the 

next decade, and beyond. 

2. Source Material 

The source material for this thesis has been particularly diverse 

in nature. As a result only a small proportion of the material used can 

be discussed here, but the following section should serve to illustrate 

two important source-related problems: first, the task of tracing the 

initiation and implementation of decisions concerning school 

patriotism and second, the diff'iculty of ascertaini.."lg the impact of 

patriotism on the schools. 

Tracing the initiation of policy as far as patriotisra was concerned 

is no easy task. C. J. Parr, the Minister of Education fo~ much of the 

3 decade, apparently left no personal papers, though fortwiately 

3. From May 1920 until April 1926. 
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the question of school patriotism received a good deal of discussion 

in Parliament during these crucial years, Departmental records dealing 

with flag-saluting, loyalty oaths and teachers who refused military 

service are still in existence, but many other relevant documents were 

destroyed in a fire several years ago. 4 Middle-level administrative 

decisions are more easily documented; education board minutes, for 

instance, are readily available to the researcher. This is extremely 

fortunate, education boards being such a useful source of evidence both 

because of their unique type of membership, and their particular function 

within the education system. 

Education board members varied considerably in their backgrounds. 

Only a s~all proportion of them possessed actual teaching experience. 

W. T. Grundy ca.me to the Wellington Education Board with many years 

experience as a headmaster, but he was an atypical example. Most board 

members were accomplished administrators and successful farmers or 

businessmen, rather than educationalists. T. Mo::;s was not unusual in 

being a Director of' the National Dairy Association,. President of the 

Wellington Division of the Farmers' Union and a member of both the 

Wellington Hospital Board and the Wairarapa High School Board of 

Governors, as well as sitting on the Wellington Education Board. 6 

4. Documents relating to the 1920s suffered particularly heavily in 
comparison with earlier and lat.er periods. 

5. G.H. Scholfield, Who's Who inNewZealimd, (Napier, 1925), p.91. 
Grundy had also been a member of the Executive of the New Zealand 
Educational Institute and was its president in 1901. 

6. Ibid, p.95. 
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Education boarJ. members were often sitting members of Parliament. In 

1923 no less than three out of the twelve Wellington Education Board 

members were also MPs and other education boards had similar proportions. 

In addition to giving the boards considerable political weight, this 

also endowed them with a high degree of political awareness when discuss­

ing educational matters, though disagreements between board mE::mbers ~re. 

by no ~eans strictly on party lines.7 

Inspectors also played a crucial role in policy-implementation, 

\Vi th the added advantage for the researcher that they vre1·e more directly 

concerned with the classroom work of teachers and pupils. L"1spectcrs' 

reports provide an especially valuable insight into matters of education­

al concern in the various education board districts. Unfort1..nately, 

the individual repo:;.,ts of district inspectors ceased to be published 

after 1921 as e, result cf on economy measure, an.d :instead extracts from 

some of them were included in the Chief Inspector's annual report. 

Despite this drawback inspectorial comments remain an important source, 

due mainly to the position the inspectorate enjoyed within the 

education system. Most inspectors possessed substantial teaching 

experience and were usually able to interpret what they saw in the 

schools v.rith considerable accuracy. Inspectors' reports, however, do 

have limitations. As Depa1~mental employees, inspectors exercised an 

understandable caution. Only rarely did they indicate what they really 

felt about an aspect of Departmental policy, particularly if, like some 

forms of patriotic activity, it was at all controversial. Inspectors 

were also successful teachers, who, because of' their generally superior 

profes~:ional aYJ.d academic qualifications, often interpreted matters 

7. Note especially the bitterness between Wellington Education Board 
members over the Park case in 1921. (See below, pp.168 - 169). 
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differently from the "average" classroom teacher. 

Unfortunately, discovering exactly what the "average" classroom 

teacher felt about patriotism poses a virtually insoluble problem. The 

New Zealand Educational Institute8 had a vested interest in keeping 

close to the grcundsvrell of professional opinion, and its records, 

therefore, provide some guide as to what matters teachers as a body 

were concerned about. Because the Institute began to turn from a 

rather narrow preoccupation with the working conditions of teachers 

to a much broader consideration of' educational policy after 1918, these 

records provide an important source of reference as to what its members 

felt about patriotic instruction and citizenship training. As vd. th 

inspectors, however, e.ctive Institute members were usually the better 

qualified, more successful teachers and to some extent thiE made them 

atypical commentators. 

By themselves, formal sources of' evidence are inadequate as a 

means of' illustrating the formuletion of educationa1 policy at class­

room level. The personal reminiscences of both tesche1·s and pupils 

constitute a largely untapped source which avoid::; some of the pitf'alJ s 

associated with more traditional sources. School centennial publica­

tions contain revealing snippets of inf'ormaticn concernine; school lif'e. 

Occasior..ally they deal with an as:i:,ect of patriotic activity such as 

school cadet training or a class history lesson unrecorded elsewhere. 

Written reminiscences can also be supplementea. by interviews ax1d with 

questionaires, for those who were pupils or teachers during the 1918 

to 1930 perioc are in a position to provide tr.e researcher vvi th "inside" 

knowledge about an era which is not obtainable from other sources. 

8. New Zealand Educational Inst.i tute hereai'ter cited as, the Institute. 



While the interview and questionaire provide a fresh perspective 

they do pose drawbacks. Fifty years is a long time f'or the human 

memory, and impressions gained in youth are not necessarily the same 

impressions that remain in middle or old age. Provided this warning 

is well heeded, however, reminiscences have an important function in a 

study of this nature, as a means of crosschecking more formal sources 

of evidence, and as a means of "humartising" history. 

Ascertaining what ought to have been taught in schools about 

patriotism is relatively straightforward. Twice during the interwar 

period a new syllabus of instruction for public schools came into 

operation. 9 On each of these occasions the history and civics section 

of the syllabus was intended to provide an important guide to the 

inculcation of patriotism in the classroom, and detailed topic lists 

were included. Uni'ortunately, lmowing what ought to have been covered 
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in hundreds of classrooms all over New Zealand, is just not adequate. 

While the syllabus was undoubtedly a major influence on the inculcation 

of patriotism in primary schools, individual teachers varied greatly 

in the way they implemented its provisions. !::iome merely taught the 

topics in their given order, with relatively little modification. Others 

used them as a basis for developing their own lessons. 1O Judging from 

the high degree of inspectorial criticism a substantial number of schools 

failed to implement satisractory history and civics programmes, their 

tardiness in this respect being partly explained by the low priority of' 

the subjects f'or examination purposes. 

9. The f'irst in 1919 and the second in 1929. 

1 O. !::iee especially, Fo!'mal Discussion Group con1prising Louis Williams, Colin 
Gillies, Hugh Brown~ Richard Scobie and Bill Mal:::olm, convened at the 
author's request by the Auckland Headmasters' Association, an5 chairt:d bJ 
the !::iecretary of the Association, Roy Sanders (Rugby Hall, Auckland, -13 
September -1973). '2ape and tpyescr•ipt of proceedings f3_-i, page;), Auth0T"' s 
i'ile. Fo:'.'mal Discussion Group hereafter cited as Fml]hse. _Gr. 
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The above· illustrates the difficulties of actually 

assessing the impact of pati·iotic activity at classroom level. While 

this cannot be completely overcome, an analysis of readine material 

supplied to schools af'fords some inciicatior: of what children were 

taught. Many schools experienced considerable shortages of bocks, and 

11 
for this reason the New Zealand School Journal and the authorised 

texts in history and civics exercised a disproportionately great 

influence on both class programmes and children's personal attitudes. 

Although from its first appearance in 1907, the School Jourr1al 

was envisaged as being both a class reader and a textbook, its actual 

utilisa.tion went far beyond the most optimistic forecasts. During the 

interwar perioc., the high proportion of inexperienced teachers made for 

an excessive reliance on the School Journal. In 1919 the Wellington 

inspectors complained that teachers were "crarmning11 the School Journal 

into children whilst they m:glected the continous readers. They 

attempted to discourage this practice by warning that in future 

inspectors would test children on their lmowledge of continuous readers 

12 
as well as School Journals. This and similar warnings from other 

inspectors apparently had little effect. Consequt::ntly, when the eagerly 

awaited School Journal failed to arrive on time, entire school programmes 

were disrupted.. During the 1920s frequent paper shortages caused major 

holdups, making prompt delivery impossible. Rural areas were particularly 

inconvenienced as a result. In 1921 a disgruntled teacher complained. 

that, "country teachers have their work continually disorganised by the 

13 
non-appearance of the Journal". Such delays failed to wean the 

11. Hew Z,ea1.end School Journal hereafter cited as Scbool Journal in 
text, and as Sc~ in footnotes. 

12. Ar::L._e_:Jjj_ces to the Journals of the House o:f' Revr::c:S·er:..tative.s, 1919, :2~-2, 
p.xii. Ar~.E£2:~rl.j.cc~ to th0 ;r0i .. ;_z"03.ls of thP. Houc;f: of Rem--r,sen-1:a:t::)vo~ 

hereaf't8r d.ted as A,}llJ::--, Continuous reacler-s wore ~lass acts, rather 
loosely graded for :,ppcorriate J.svels of' readinr, d:i.f'ficul 7-Y. For- m[::.ny 
schoul.<o, ev(m r~ontinuG~l:': re2.ders W8re someth:Lnc of a luxury. 

13. N(!t10•1::iJ. E.2~_0_:+j_1~, (Wcl.J"i..ngton), 1921, p.217. 
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majority of teachers away from what had become an indispensable aid to 

education. By 1930 the Director of Education, T.B. Strong, added his 

weight to the already formidable volume of inspectorialcriticism when 

he complained that, "too frequently •.• the only matter studied more 

. 14 
or less intensively in class or at home :i..s the School Journal". 

The overseeing of such an ini'luential publication involved 

considerable responsibility. Ultimate control of the School Journal 

rested with the Director of Education who formally approved the final 

drafts of each monthly edition, following consultation with the editor 

and the Senior Inspector of Primary Schools. In practice, however, the 

day-to-day task of selecting and arranging the articles belonged to the 

ed.i tor. Editors were appointed by the Department partly on the basis 

f th • • • t h. 15 th h th • d J..h ,,_ o e:i..r exper:i..ence :i..n eac :i..ng, oug ey requ:i..re a~ orou~1 

knowledge not just of recent educational developments, but of public 

attitudes as well. The present editor of the School Journal, P.R. Earle, 

has spoken of the School Journal' s need, " to rest on a broad basis 

. 16 
of publ:i..c assent". 

Careful consideration of public sensibilities was extremely 

important in view of the School Journal's massive circulation. 17 During 

the interwar period school children throughout the Dominion received 

14. AJ1-IR, 1930, E-2, p.21. As late as 1941 a visiting South African 
teacher expressed surprise at the extent to which School J oumals 
were utilised as the basis of formal work throughout the New Zealand 
primary school curriculum. (See, Mrs M. Feluuck, "School Journals", 
Transvaal Educntiona1 News 1 [February 194-1] : 16 - 17). 

15. Thomas Fletcher (editor fro:n 1919 till 1939) had previously been 
Headteacher at the Christchurch Normal Schoel. His successor, F .L. 
Co.::nbs had been Vice-Principr: .. l of Wellington Training College before 
beccming editor. 

16. P.R. Ear.le, "'i'he Informative Article in the New Zea.land Schoel Journal, 
1907-1948'', (M.A.disserto..tion, Victoria Univorsity,1969), p.110. 

17. Tn 'i918 for :instance, 170,000 copies were produced and disb'ibut2;d. Of 
these, 6j,000 wero nart ones, intended for Standards One and 'T;v 1J: 

58,000 were p,!rt tw~s,for Standard:, Three ond Four; and 1/),000 w:~re 
pa1·t threo.s, for Stendd·ds }'ive and Six. (,See ./1,Ttm, 1913,1~--\ .p.·13). ---· ., 



their monthly copy of the School Journal. Specially designed covers 

v,ere available which allowed children to take their copies home for 

further study. In this way many parents became familiar with the 

School Journal's contents. In addition, §..9hool Journals were distrib­

uted to education boards, to the Institute, to training colleges and 

to every sitting Member of Parliament, as well as to schools. With 

such a wide circulation the editor needed to keep a careful eye on 

public attitudes. C .E. Bee by, himself fhorovgh·ly h,m11111r w,jh the School 

Journal, has observed that even an astute editor 11 ••• needs the final 

check of an administrator with an even wider experience and a closer 

contact with the realms of public feeling" . 18 Comments such as fh,s 

underline the importance of the School J ourn~~, not just as a source 

for ai;certaining what was taught in the classroom, but as an indis­

pensable means of tracing changes in both educational and public 

attitudes. 

Of' course, the very importance of the School Journal as an indicator 

of trends poses a donger to the researcher, for it is relatively easy 

to postulate a trend on the basis of a few articles in what was an 

extremely di verse publication. Material selected •for 

inclusion in the School Journal could be held for some years before 

being used. Quite apart from the routine editorial problems of selecting 

material suitable in vocabulary, style and length, the editor of the 

School Jo-c.rnal worked under stringent budgetary limitations which 

precluded the purchase of many copyright articles from overseas. While 

this does not necessarily detra.ct from the value of the School Journal 

as an indice.tor of educational trends, it does signify the need for 

crosschecking evidence with other sources, both written and oral, wherever 

possible. 

18. C.E. Beeby, Introduction to F.rlur:ational Stud:i.es ;:;no Documer:lf,~, No.25 
(WolJint;t.on: School Pc.iblico.tions Bran..:;h, 1357), p. 6. Fo?.' similm· 
cor.t1nent~; GOf-;, K.G. Smythe, "Socj_al Attitudes in tl1e New 7,e,d.2i1d SchooJ_ 
.T ourn:0.l. part F o;_,r' 1957-19~1(f' (M.A. d:i. 3 sort [iti or: ,N.o.s E',E:y Uni V8rsi t.y' 
-1972), pp. 11--6. 



AftE;r the School Journal, officially approved textbookc probably 

exercised the greatest ini'luence on children. Togetr.er with School~ 

xvi 

Journals they constituted the bulk of school children's reading material 

in an era where school libraries were a rarity. Illustre.tions of the 

shortages of books in schoolc during the 1920s abound. R. J. Harrison, 

an ex-pupil of Peria School, Northlend has recalled that, "the School 

19 
Library consisted of about a dozen books on the shelf in the cupboard". 

Pongakawa School, some twelve miles northwest of Te Puke was only a 

little better off with cupboards in the school porch providing a make-

20 
shift library for a few battered volumes. 

In common with a number of other curriculum subjects during the 

intervl'ar period, history and civics were largely taught from officially 

approved textbooks. In order to be officially approved, a textbook had 

to be examined and approved by the Senior Inspector of Primary Schools, 

whereupon it was included in the Authorised List for publication in the 

21 
Education Ga.zette. 

19. R.. J. Harrison, "Nineteen Sixteen to Nineteen Thirty", in One Hund re a. 
ill-rs of' Ec.ucation at Peri2., 1873-1973, ed. C.M. Rogerc (Kai tc1.:f;~--
1973), p.5. 

20. J.N. Blaymires, Sevent~Jears Later: A HisJ.92:Y. of the Ponp .... akawa 
School, (Te Puke, 1967), pp20-22. 

21. Authority for the Departmental approval of textbooks derived from 
the Educaticn Act, 1914, which provided that, "the cle.ss--books used 
in the school shall be such only as are approved by the Governor in 
Council11 , tr.ough approval was to be given under speci&l circ;xm­
stances, for the use of other textbooks. (New Zealand, Le.vff, and 
Statutes, Education ~.,?t, 19H., 5 Geo.V, _Ste.~utes of ~h~ Domin~c,n 
of New Zealand, 56 0). p. 198). Statutes cf the Don::_n:i.on cf Nev, 
Zealand hereafter cited as St.s.tutes. 
Despih; the 2.pparently extensivopowers granted to it under t.':-:.e 
Act, tr.e Department's main powers lay in its veto ove:c matP1'ial 
:cegarded as 1.msuitable. Thus J.N.O. Caughley, the Assistcmt D:l.ri::ctor 
of Education, clairr.ed trsat the Department, " ... had no parcicula.r 
authority in connection with the issue of' sc.booltocks in New Zealand 
except that any book which i.s rer,ard.ed as unsuit;:;..ble rr.ay be dis­
o.p:r.,roved fo:r use in the prirr,:~ry school:'. ( C,crLJghley to the Secret,,Lr.:r 
c,i' th:::: Vcgcte~i::m 3:)dety of Ne;,: Ze➔Dlrmd, 27 April, ·1920), E,22/1/--, 
E,\ucnti on D:.partffi(;nt FilE: s, 1:..::.'ch:iw:, s, YveJ.J.ir, gt on. Ecluc,,.tion De_f:i·Et-• 
n1ont ]'ilc3 f1cx'os.fter c~ltea. 2.:5 .. t~T.1£-



Officially approved textbooks enjoyed s.ignificant advantages over 

other textbooks. They were subsidised by the Education Department, and 

were therefore cheaper for parents and schools to purchase. Schools had 

the right to request parents to buy books appearing on the Authorised 

List for their children, but this did not apply to supplementary texts. 

Although primary schools were not actually compelled to use officially 

approved textbooks, it was to their advantage to do so, because 
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inspectors often conducted examinations based on this source. It was 

hardly surprising under the circumstances that many teachers relied 

heavily on officially approved textbooks, particularly in the case of 

history and ci vies, where a considerable degree of background subject 

lmowledge was an essential prerequisite for a successful class programme. 
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JNTRODUCTION 

Patriotism in the CrucibJe 

"Patriotism", Johnson once confided to a friend, "is the 

last refuge of a scoundrel". 1 Doubtless in the dynamic, somewhat 

garish England emerging during the last decades of the eighteenth 

century, these words had a ring of truth about them. Nevertheless 

as a definition thay conceal the fact that patriotism in its basic 

sense means merely, " ••• love of country, pride in it, and willing­

ness to make sacrifices for what is considered its best interest". 2 

Regarded in this way patriotism is common to most peoples at most 

periods in history. Changing circumstances a...'1.d changing values 

within ::.ocieties, however, endow it with more particular qualities. 

It is precisely these qualities which reveal so much about nations. 

New Zealand is no exception. 

1. Patriotism before 1914 

Patriotic activity in Nev, Zealand primary schools was largely 

determined by prevailing patriotic ideals. Prior to 1914 patriotism 

in the Dominion vms conditioned by three main factors: fear of foreign 

aggression, the development of national self-awareness, and the lack of 

accurate knowledge concerning modern warfare. 

3 
Patriotism is stimulated by the threat of war. Since the 1850s 

New Zealanders have shared with Australians a. common fear of foreign 

expansion into the Pacific Basin. The comparative isolation of New 

Zealand, together with its sparse popula.t.icn and long, vulne:r2.ble 

1 

1. Samuel Johnson to James Boswell, 7 April 1775, citec. in J. BoswGJl, 
Boswell' 3 Life of Johnson, vol. ono, (London: Oxford University Press, 
1 9 j 3) , p .. 361 . 

2. M.E.Curti, Tht"";_ Roots c,f Amed can LoyeJ.ty, (New Yo1·k: University c"" 
Columbia Press, ·J9lJ..6), r.viii. 

3. E~~yc:lov-:1.c·dia _~)f t::-io Scc:i.;-:LJ Sci0nces, 1951+ reprinted ed., s.v. 
ucb.cu1,:Jjni~:!1:!i, Jy· I-I.D. Las:::~.-.,elJ.., 



coastline mode naval attack a serious possibility in the event of 

hostilities. During the late nineteenth century the threat of war 

appeared particularly acute, with the continuation of Anglo-Russian 

antagonism mald.ng the growth of Russian naval power a matter of 

considerable anxiety to settlers in the colony. 

2 

On at least two occasions during this period, the popular press 

helped to foment "Russian Scares". In 1872 the construction of several 

fast commerce raiders in Russian dockyards prompted the appearance of 

an article in the Daily Southern Cross which gave a fictitious, but 

convincing account of a Russian foray into New Zealand vmters. 4• Although 

the furore caused by this article died do~n rapidly, a more extensive 

scare during the years 1885 to 1888 resulted in several Ne-,., Zealwd 

ports being fortified against naval attack. 5 Fear of Russia remained 

high in New Zealand until the thaw in Anglo-Russian relations began 

after 1907. C oncem over the possibility of naval raids a.gain st the 

New Zealand coast remained, however, with Germany now identified as the 

major threat in the Pacific. 

The rise in national self-awareness in New Zealand largely co­

incided with the beginning of the Liberal period. There was no New 

Zealand nationalism as such, but rather an affirmation of the cc.i;ntry' s 

4. "The Raid of the Russian Cruiser Kaskowiski", Daily Southern Cross, 
(Auckland), 17 February 1873. The article claimec1. that a Russian 
cruiser had entered Wellington Harbour and that the. ~apital was 
being held to ransom. Men throughout the colony rushed to enlist 
after reading the article or hea.ring rumours of the attac}:, unaware 
that it was an elabor&.te hoax designed to d.rE.w public attention to 
New Zealand's weak port defences. In 1894- the article was reprinted 
in pamphlet form with a new preface describing the most recent 
Russian naval construct.ion. See D.M. Luckie, The Raid of the Pus~ie.n 
Cruiser Kaskcwiski, Wellington: Nevr Zealand Time-;·company, 1e9[i. .• 

5. This scare was initiatecl by reports of the Pendjeh crinis cf 1885 
in colonial newspapers. 
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particular identity within the imperial structure. 6 From the mid-1890s 

until his death in 1906, R.J. Seddon epitomised a growing patriotism 

that found its chief outlet in a passionate championing of the British 

Empire. Not without justice, F.L.W. Wood has termed these years the 

age of "Seddonian Imperialism". 7 NeVl Zealanders also began to take a 

new pride in their ovm coi..:ntry' s achievements, and significantly, this 

pride was manifested frequently in a desire to prove themselves the 

equals of Britons. 

The South Af'rican w~r provided the ideal occasion for the display 

of these sentiments. In September 1899 Seddon rose in the House to 

request sufficient finance to send a mounted rifle contingent to the 

Transvaal. For most of his parliamer.tary colleagues it was an historic 

moment in New Zealand's short history. Those fortunate enough to be 

chosen to go overseas would be like " .•• the patriots of old, activated 

by the same kindred spirit that caused those adventurous men, our early 

• t th O d C t 118 pioneers, o leave e 1 oun ry ••• This and s:i.niilar statements 

were characteristic of the enthusiastic reception Seddon I s request for 

finance received in the House, a request which met with overwhelming 

assent. 

Parliament's endorsement of the Cabinet's decision to offer a 

mounted contingent for service in South Af'rica might have reflected the 

strength of patriotic feeling in New Zealand, but more importe.nt it 

6. B.K. Gordon, New Zeala.'1.d Becomes a P2_cific Povrer, ( Chicago: Univer­
sity of Chicago Press, 1960), p.20. 

7. F.L.W. Wood, New Zealand in tho Wcrld, (Wellington: Department of 
Internal Af'fcirs, 1940), pp. 87 - 92. For a more detailed malysis of 
Seddon and t~e emergen.ce of n2.tional self-awarensss in New Zealand 
see S.S. Thorr.., "3orne Thoughts on P_. J. Seeder.. and the En-,ergence of 
New Zeala.'1.d. Fattero.s of Identity", M.A. d:Lssel'tatior., Massey Ur.ive::.·­
sit.y, 197 3. 

8. M. J. S. Mo.cKenz:Le (Dunedin), New Zealand P.:::,rliE@(~nta..;.ry Debate_~:• 1 f:,93, 
vol.11 O, p.84. New Zr.::rJ.lEincl Par-ljomcr.t2.rv D·:.·b2,i es herec.li'ter ci '/::d 
as NZPD. 



illustrated a profound lack of lmowledge concerning the real nature of 

modern warfare. The near festive mood with which news of war was 

4 

greeted in New Zealand prompted the Member for Mataura, R. Mc-Nab, to 

observe sadly that, " •.• any military operations by which New Zealanders 

can get an outlet for their surplus energies ..• is always popular". 9 

The reasons for the popularity of the South African War were not 

hard to find. Imperial campaigns in the past had been short, and 

usually victorious. The Land Wars between Maori and Pakeha were already 

assuming the quality of semi-legend, with much of their original 

brutality forgotten. Even the sordid guerilla struggles which charact­

erised the final stages of the South African War failed to dispel the 

common misconception that war consisted of a series of colourful battles, 

studded with heroic deeds. In these conflicts death ~as quick and clca.~. 

Such beliefs were reinforced by "war reports" supposedly written by front­

line correspondents, but more usually compiled by over-zealous editors 

after the battles had taken place. All too often a few facts gleaned 

from official corrnnuniques were filled out with fanciful interpretation. 

By 1900 reports of this nature were whetting the appetite of a 

New Zealand public eager for ar1y news from the Front. Genuine war 

correspondents who possessed first-hand experience of South African 

conditions, were incensed. by the apparently unlimited extent of public 

gullibility. Frederick Villiers, who was later to gain considerable 

reputation as a war photographer, was particularly annoyed at the 

9. NZFD_, '1899, vol. 110, p. 88. McNab was one of the six 
members present i..'1 the Houf..e who voted agai.nst the request, despite 
considerable pressure frorr.. other members. 



extravagant language so often used in war reports appearing in New 

Zealand newspapers. He emphasised his point by quoting from one of the 

worst examples in which it was alle.ged that a "Highland Chieftain" 

5 

urged on imperial troops despite his, "bleeding from every vein1'. 

Villiers turned from his quotation to ask in some exasperation whether 

the public could, " ... for a moment believe that a ma"'1. riddled with 

bullets and bleeding from every vein could ta1<:e any interest in passing 

10 
events?" Although he left the question unanswered, the conclusio::-i 

was inescapable. The New Zealand public, for the most part familiar 

only with the popular press and "Penny Dreadfuls", harboured highly 

romanticised conceptions of imperial heroes fighting and winning battles 

all over the world, always against enormous odds. 

This limited experience of the true consequences of modern warfare 

also afflicted the better educated sections of the New Zealand population, 

where the belief that war was a natural and even beneficial part of human 

relations flourished during the early years of the new century. In 1901, 

for instance, the New Zealand Illustrated Ma£cazine published two articles 

by New Zealand writers under the general heading, "War in its Moral 

11 
Aspects". The first article was by G.K. Peacocke, a prominent Auckland 

lawyer and journalist. Peacocke argued that war was unavoidabJ.e unless 

1 O. Frederick Villiers, "At the Front", New 7,ealand 111 ustrated Magazir.e, 
Auckland, (:March-April 1900), p.458. Villiers later published a number 
of books and articles based on his experiences as a war correspondent. 
Two of the best known of these were. Pictures of Man,v Wars, London: 
Cassell, 1902, which included coverage of the South African campai 6-n 
and Port Arthur: Three N.onths w:;th the Bes-iee-(or[>, London: Longmari, 
1905, which dealt with the Russo-Jap3.nese War. 

11. G.L. Peacocke and W.S. Bain, "War in its :vloral Aspects", New Zealand 
Illustrated Mar;az i:'l.~, (May-June 1901), pp.169-174. Gerald Loftus 
Peacocke °"fi861-1938) carr.e from a military family, though he himself 
apparently never served in the regular armed forces. Wilhelmina Sheriff 
Elliott nee Bain, was the author of several pamphlets conclem·'.'ling com­
pulsory military training. ( See W. S. Elliot, C or.1pi1lsoc"y M:i.l itad~sm, 
Invercargill: Southla'.'1d Times, 19-1-1 ). It :is signific.::.nt thnt, while 
Baih sharply disagreed with Peacocke that war was beneficial. she too 
believed it to be,'.' ... one of nature's primary evolut·ic.mar.:/ forces 
fro:n wnich there is no escape''. (p.171~) Thus for her, war was 
"natural". 
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a nation was prepared to cringe before its enemies. Such a policy was 

unwise for a small nation, let alone a great empire like the British. 

Ad t • th th h. bl th • f S • al D • • • 12 ap :i.ng e en fas :i.ona e eor:i.es o oc:i. arw:i.n:i.an:i.sm to his 

case, Peacocke claimed that war could actually benefit a nation. It 

extended the individual to his fullest physical capacities as well as 

developing strength of purpose. It made a people great because it 

encouraged obedience to authority. Furthermore, Peacocke believed that 

the South African War had demonstrated that, unlike a:rmed conflict in 

previous centuries, warfare was now relatively humane. This was a claim 

most New Zealanders could accept, conditioned as they were to the 

romanticism of the spurious war reports so heavily condemned by Villiers. 

Patriotism in New Zealand, therefore, was conditioned by three main 

factors. Up to the 1890s interest in the problems of imperial defence 

was kept alive by fears of foreign aggression. During the Liberal period 

a developing national self-awareness had found expresdon in the sponta'1-

eous outburst of patriotism that accompanied the South African War. 

Despite the growth of patriotic fervour during this pe::.·iod, patriotism 

also possessed an air of romantic unreality due pri..."'lcipally to a woeful 

lack of knowledge concerning the real nature of mcdern warfare. Each of 

these factors, fear, national self-awareness and ignorance were to shape 

the teaching of patriotism in society's most massive enterprise, the 

state primary school system. 

12. Social Darwinianism was a late nineteenth century theory of social 
evolution in which D&.I"l'llin' s theories on the survival of' species were 
applied to human social developrrnnt. Social Darwinianists argued that 
laissez--fai_re eccnomics, by preserving a .3ccial cieferential in 
society, helped foster the qualities necer,s2.ry for the survival of 
individuals and ultimately society itE,elf. ( See Enc;vclope.edia of t~e 
So_ciaJ Sciences, 1972 reprint ed., s. v. "Social Da.rwinianism", by 
Sol Tax and Larry S. Kruccff). A leading Soc:i_al Da:n'linianist, and 
one compa.ratively well 1movvn in Nev1 Zealand at this time, was the 
Britich writer, Benja~in Kidd (1858-1916). Kidd wrote several books 
outlining his theories of wl:ich the best known were, Social Evolution, 
London: M&e;rni.llan, 1894, anci PY'indples of We stern Ci.vU is,•tion~ 
London: 11G,crni1Jan, 1902. 



2. Patriotism in the Primary School, 1900-1914 

During the late nineteenth century the heavy stress on academic 

subjects in most New Zealand primary schools did not facilitate the 

teaching o:l'. patriotism. Patriotic ideals were inculcated only 

incidentally, through such general subjects as moral instruction. 

Since 1877, however, the New Zealand primary school system itself with 

its emphasis on free education for all, ha;i a potential for mass 

patriotic instruction which its British counterpart did not pcssess 

13 to the same degree. All that was required was a change in public 

attitudes, and that condition was largely fulfilled during the Liberal 

period when patriotism became the cornerstone of a growing sense of 

national awareness. 

The 1904 Syllabus marked a turning point as far as patriotic 

activity in the primary schools was concerned. History and civics were 

made examinable subjects from Standard Three on. At the same time the 

nature of these subjects was radically altered. The hitherto excessive 

reliance on memorisation was partially supersedea by more purposeful 

instruction, which placed the ma.in emphasis on the understandi:1g of 

forces and movements in history. Although the focus was still largely on 

a chronological study of English history from 1066, the accent shifted 

from a mere concern with dates and battles to stories of courage, 

patriotism and duty through which children were expected to gain M 

appreciatior.. of the responsibilities implicit in British ci tizens1lip. 14 

13. See R. Arnold, Towards a Nev: Edu-::::ational Histo..E.Z, Wellington: NZCER, 
1974. Arnold contr:asts the equalitarJ.a.n ideals of late nineteenth 
century New Zealand settlers with the stratified s::iciety of rural 
England, and examines the educational consequm-1.ces for each country. 

11+. 0ee J,L. Evri.ng, .'1212.~. D:;~~1-~:2~nt_of the New ~~_::~;_i;'3...."ld Pri'E_:iry_~d!.2..2.1 
.9.1!.E.£L£~]}~.1..-L§TZ=.1..2.70_, (Wellington: NZCER, 19 70), pp. 1 02-1 o;J. B o•~h 
history and civics, how,sver, remained optional sc1'ojccts for the 
proficien~y examination at Standard Six. 

7 



This last aim was recognised as being of special importance: hence it 

was reinforced constantly both inside the classrooms through the 

School Journal, and on the school grounds by the cadets. 

8 

a) The School Jourr.al. With almost every issue containing poems 

or stories with a patriotic theme, the School Journal was well suited 

to play a major role in the inculcation of patriotism. A number of 

Schoel Journal articles during the 1907 to 1914 period atte~pted to 

show their young readers how children could assist the Empire. "Her0 

of the Lifeboats" described the heroism of a boy who rescued the 

survivors of a shipwreck off the English coast. His actions were 

praised by the article as not only courageous themselves, but as 

promising well for Britain's maritime future. 15 

Usually the events depicted took place in a context far removed 

from the experience of most New Zealand children. Despite the occasional 

attempt to make patriotism a meaningful concept in terms of home and 

school, much of the patriotic material in the School Journal at this 

time tended towards the romantic idealism which characterised a high 

proportion of adult reading material. The works of Kipling and Newbolt 

were especially favoured, with their power to transport children into 

the far-flung Empire of patriotic legend. A prime example was HenrJ 

Newbolt' s poem, "Vitae Lampada11 • "Vitae Lampada" described the death 

of a young British officer after his regiment became surrounded by 

hostile desert tribesmen. After a desperate battle the officer was left 

alone with the regimental colours, silently awaiting the final, fatal 

15. "Hero of the Lifeboats", SJ 1+-, part two (May 191 o): 23. The authors 
of School Journal 2-rticlos were rarely cited at this stage, an 
omission which gene:::·ally persisted ur:.til the early 1930s. 'Wherever 
possible the author's na.'1le will be cited pre coding the title of 
the article. 



9 

onslaught. Newbolt heightened the effect of his poem by employing a 

flashback technique. He alternated verses describing how the young man 

had made a similar silent stand against equally hopeless odds as a 

schoolboy cricketer. 16 

In one sense the young man's whole life had been a preparation for 

..imperial sacrifice. Nevertheless it would be a mistake to see Newbolt' s 

cricketer or his soldier as pallid anticipations of later fascist super­

men. The fascist ideal may have rated duty and sacrifice highly, but it 

also rated them above morality. The imperial hero fought only in a 

just cause. V.E.Chancellor has claimed that in the decade before 1914, 

when II jingoistic11 sentiment was at its height in Britai~, British text­

book writers were generally critical and objective both in regard to 

their own country, and foreign nations: 

The tradition that power entailed :!IlOral duties stoo::l firm against 
the. claims of a 'my country right or wrong' attitude. Even where 
actions were justified on grounds which might seem suspect, the 
mere fact that such a justification was deemed necessary must 
necessarily have encouraged considera-ble discussion about inter­
national matters. If there were those who sought to encourage the 
unthinking obedience to the call of patriotism which goes to 
produce 'cannon fodder', they were only rarely to be found among 
the writers of history textbooks.17 

Articles on patriotism in the School Journal reflected this British 

and Victorian tra~ition prior to 1914. vrnile stories and poems on duty 

and sacrifice abou:n.ded, the School ~nal refrained from excessive 

"flag-waving". Only rarely wore foreign nations si..Y1gled out as being 

potentially hostile to the British Empire. Even articles with a war theme 

did not follow the pe.ttern one would norn1ally associate with a fascist 

state. Although D.R. Jenkins found that there was a gradual increase in 

16. Henry Nev:hoJ.t,, "Vitae Lampada", SJ 4, part three (April 1910): 69. 
Ai1 exp1anato:'_y note infoi"TJled readers that "Vitae Lampada" meant 
"they carry on ths torch o~ life". 

17. V .E. Chan cell or, Hist2__r.Lfor their Masters, (New Yo:;:,k: A.M. Kelle.j, 
1970), pp.137-138. 
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the proportion of School Journal articles with a war theme over the 

period 1907 to 1912, he also discovered that during the years -1312 and 

1913 the number of these articles declined. 18 The teaching of patriot­

ism was apparently becoming more mature and more objective, rather than 

less so. 

The concept of imperial sacrifice was also essentially a romantic 

one. Both cricketer and soldier in Newbolt's poem had performed their 

duty to the end. Even in defeat, they had not yielded. Likewise the 

Highland Chieftain wno ( to Villier' s exasperation), urged on his men 

despite mortal injury, had fought to the limits of his endurance. The 

improbability of it all was irrelevant. Commitment to Empire involved 

more than just the physical plane. It was dependent on moral and 

religious fervour as well, and this made the net result of the individ­

ual's struggle less important than the process itself. Even in defeat 

the imperial hero could win a great victory if' he fought in a righteous 

cou~e.; if' his spirit remained inviolate. 

b) The_£chool Cadets. The school cadets were the most conspicuous 

f'orm of patriotic activity to take place in the primary schools prior 

to the Great War, but their growth and subsequent disbandment was, 

nevertheless, to f'ollow a similar pattern to that of' school patriotism 

in general. As a result of the two major Russian Scares, several of 

the larger New Zealand secondaTy schools had f'ormed cadet corps prior 

to 1900. It was the rise in national self'-awareness at the turn of the 

century together with the outburst of patriotic enthusiasm which 

accompanied the South Af'rican War, however, which were responsible f'or 

18. D.R. Jenkins, ~~i_~l Atti!_~i?.s in the rr_~w Z~:l.lfln::i School <TournEi.l, 
(Wellington: Ji~~::,.ER., 1939), p.l ... Jenkins described h·Ls q 1Jantiti-✓e 
analysis of l2__cl100J. tJ ourna], material in the following terws: "For 
each of the thirty years und·2r review there was ascertained thG 
proporl;ion of the total number of pages of prose given to tt2 v,c:.rious 
topics war, civ~cs, dr.J.ma, religion, and so on . The av-e1·agc 
percentages for the period were then calculated". (p.}4 ). 
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bringing about s;J.bstantial support f'or the creation of cadet corps in 

the primary school as well. 

In 1902 regulations were issued ma~ing cadet training compulsory 

for all school boys over twelve years old, who ·Nere British subjects. 19 

At the same time teachers were encouraged to become school cadet 

officers in order to preserve the closest possible link between cadet 

training and the school. Over the next few years virtually every 

primary school and secondary school in the country formed a cadet corps, 

or contributed detachments or squads. T~~ce weekly, or more in the case 

of an especially enthusiastic instructor, cadets drilled in the school 

grounds wearing their cadet uniforms and carrying dummy (model) rifles. 

By 1909 cadet numbers had grown sufficiently large to permit 

division into the Senior Cadets, based on the secondary schools, and 

the Junior Cadets, based largely on the primary schools. At its height 

in 1910 the Junior Cadet organisation was a minature army comprising 

30,000 boys and including ambulance and signal detachments as well as 

rifle battalions. In addition to their regular drills, cadets marched 

in parades marking important national occasions, and were inspected 

b • f d. t. • ' d • • t f 20 ya succession o' is inguisne visi ors rom overseas. 

By 191-0, however, the end was in sight. The cadet movement had 

become over-extended. Its very strength had become a weakness. As far 

as the public were concerned, the cadets had initially stood for healthy 

bodily exercise and youthful patriotism. Few had a..'1ticipated that these 

modest aims would be overwhelmed by ambitious battalion manoeuvres and 

--·-------· 
19. Two previous Acts of Parliament paved the way for the def'ini ti ve 

regulations. The Defence .A.mencl'Ilent Act, 1900, empowered the Govern­
ment to make regulations co:-icerning ca1et trai,1ing. The Physical Drill 
in Public and =·rative Schools Act, 1901 ~ recr.iired that all children be 
taught physical d.rilJ.. This in.eluded mi1.itary dri.11 for boys. 

20. Seo R. Opc,;1sha:.v, "The Patriot Band - tho Scnool Cad..•:::;ts fro:n their 
Evolution TO the Great War", (M.A. dissertation, Massey Univ8rsity, 
1 97 _3) , p. l+A. 
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regular target practice on specially constructed miniature rifle ranges. 

Educationalists were becoming increasingly worried about the possibly 

detrimental effect military training could have on young boys. Physical 

education specialists considered the Junior Cadets a. major barrier to 

21 
urgently req_uired Physical Education reform. In 1910 a. conference of 

primary school inspectors recommended that the Junior Cadets be 

demilitarised and instead, taught physical drill by q_ualified instructors. 

The Junior Cadet organisation suffered a further loss in popularity 

following the passing of the Defence Amendment Act, 1909, for now cadet 

training became an issue in the far wider and more bitter controversy 

1 • 1·t t • • 22 over compu sory !Il.l. :i. ary rain:i.ng. 

The Government, already under attack over the cost of its adminis­

tration in general, felt obliged to drastically reduce the scope of 

Junior Cadet training. 23 The final blow crune in 1912 follovtlng the 

setting up of a Royal Commission on Education ( the Cohen Commission). 

The Commission q_uestioned some of the Dominion's most. prominent edu­

cationalists, and found that most of them condemned m:Uitar·y trair:ing in 

21. The Inspector-General of Education, George Hogben, made no secret of 
his desire to reduce what he consider6d to be an excessive reliance 
on military drill in primary schools. The most important stimulus 
to reform in physical education, however, was undoubtedly the public­
ation of tho English Board of Education's 1900 Syllabus of Physical 
Exercises, which prescribed a coordinated and progressive programr,1e 
of exercises designed to cater for the physical, social and emotional 
req_uirements of young children. See Ewing, pp.127-130. 

22. See J.D. Milburn, "New Zealcnd' s first Experience with Compulsory 
Military Training, 1900-19-JL~", M.A. dissertation, Victoriu. University, 
1954-. See also, H.O. Roth, "The Prisoners of Ripa Islend", He~·e and 
Now 43 (November 1954): 16-18. Rot:b describes t.he somev1ha.t -;ig;;o;--:-S 
treatment meted out to some youths who refused milit&.ry training 
prior to the Great War. A more recent account of cppositicn to 
compulsory miJ.itary training is that of' R.L, ·weitzel, 11 Pacifists and 
Anti-Milita:::·ism in NewZealand, 1909-1914", NZ,IB 7 (Octc,ber 1973): 
128-·I l~7. 

23. J. Al] en, the Opposition member for Bruce and later Minister of Edu­
cation in the Reform Government exp:c'e sr.;ed par~~i cuJ a1· concern over 
the size of the ,J\mior Cadet organisation, anci ther2 ir little doubt 
that his view had m;:my supporters on botr. sides of thn House, a f'act 
acknowlc"cli;ed by the Prime MinL:d;t'r himself (NZPil, vcl.151, 1910, 
p. 770). --·--
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the primary school as being both a violation of the latest Physical 

Education principles, and a danger to the physical, emotional and even 

2!J. 
moral development of young boys. Confronted with such an overwhelming 

tide of expert educational opinion hostile to the continuation of 

military training, the Commission recommended to the Government that the 

Junior Cadets be disba.~ded, a recommendation the Government gladly 

accepted. By early 1913 the Junior Cadet organisation had ceased to 

exist. In its place was a system of physical drill, headed by New Zealand's 

first National Director of Physical Education, Royd Garlick. 

Again the nature and development of school patriotism was clearly 

apparent. The Junior Cadet orgaDisation had grown from sma:!.l beginnings 

during a time of intense patriotic fervour. At its peak it was indicative 

of the increased attention being paid to school patriotism. Despite this, 

it was based on romantic conceptions of war and duty that bore a striking 

resemblance to those which h9.d so infuriated Villiers some years before. 

While the poems of Kipling and Newbolt inspired children to dream of 

becoming imperial heroes in exotic imperial troublespots, the Junior 

Cadet organisation alloweci. boys to act out theii' dreams on a somewhat 

smaller stage. The sentiments of many adults who supported the cadets 

was very probably akin to those of an audience, who saw in the marching 

cadets their own youthful reflections in the days when New Zealand was 

a pioneering land. 

Even this romantic co:-icept of patriotism had its critics in the 

last years before the Graat War. The decline in the proportion of 

24. Tr::..~I~·::..I.:2Ft_?f the Royal Commission 01!_)~-~2:!:.£.::-tion, _!l~HR, 1912, E-2. 
See espGci.aJ.ly the com.mc:nts of H.:E.A. M:i.lnus, the Principal of th0 
Auckland 'l'raining College. ( p. ·J Oi+). The Chai':'mcu1 of the C or:1111J.ssion, 
Mark Goben> at one staee exclaimed, "why shoc1J.d it be u.cged so 
persistently that in order ta bring a child on you must dress him 
in milita.1:y garb whiJ.o ::l.n trmder years?" (p.701,.). 



School Journal articles with a war theme after 1912 noted by Jenkins 

was paralleled by a similar decline in Junior Cadet activity following 

the recommendations of the Royal Comrr,ission. Again thls inuicated, 

perhaps, that a more mature approach to the teaching of patriotism was 

in the offing, though it was a trend that was to be cut off abruptly by 

the Great War. 

3. The Impact of War, 1914-1916 

There was an immediate response in New Zealand to the British 

declaration of war against Germany. Large numbers of men queued to 

enlist. On 29 August 1914 a sizable military force from the Dominion 

seized German Samoa. On 16 October the New Zealand Expeditionary Force 

under the command of Major-General Godley sailed fo~ Egypt. Behind this 

swift, enthusiastic reaction lay a patriotic fervour that had been 

encouraged by both society and school over the previous decade. New 

Zealand's entry into the co~flict was justified in terms of justice 

and fair-play. Just as weak individuals were to be protected from 

stronger neighbours, so weak nations were to be upheld against those who 

would crush them. The New Zealand Herald, for instance, saw the coming 

struggle as " a war so righteous, so unavoidable, so far-reaching 

that it has welded all parties into one, and has buried domestic quarrels 

beneath magnaminious patriotism". The justice of the Allied cause ensured 

ultimate victory, for Germany was a "bully" that had to be checked. 25 

True to pre-war concepts of patriotism, little hatred was initially 

expressed for the enenw. A number of New Zealand newspapers in 1914 

recalled the close blood relationship which existed between the British 

and German peoples. A New Zealand_ Herald editorial argued that war 

25. N e~caland I-I e1•,.q_9., (Auckland), 6 August 1914 . New Zealand 
Herald her8af'ter cited as NZH. 



between Britain a..Tld Germany was deplorable, 11 ••• for the Germans as 

people, the British as a people, have the most profound good will. We 

accept them and recognise them in every way as co-partners in a civil­

isation common to both". 26 The Herald stressed that these links would 
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prove stronger than war itself. The German Consul in New ZealP..nd, Carl 

Seegner, was singled out as being a man who, by his longstanding example 

of "probity and kindness" had ensured that, 11 ••• national quarrels 

a.rising from antc:1-gonistic policies would not affect the personal 

relations of individuals". 27 

Active service overseas in defence of the Empire was universally 

regarded as the most honourable means by which a young man could 

demonstrate his patriotism. It was to be a clean, healthy and broaden­

ing experience for the participants, conducted according to a set of 

rules which varied little from those governing an inteT-school sporting 

fixture in Nev1 Ze?.lrnd. Before leading the New Zealand Expeditionary 

Force to Egypt, Godley addressed his trooops in phrases which bore a 

striking similarity to those of "Vitae Lampada": 

And remember, every one of you, that not only are you soldiers, but 
you are corr.rades and fellow mE:mbers of a team. It is exactly the 
same in a squad or company as in a football team or a crid:et team, 
and you all know perfectly well that unless you all work together, 
and not only work together, but recognise the leadership of who­
ever is appointed to lead you, you will Jo no good in a cricket or 
football team. The same thing applies to soldiers. 28 

By likening conduct in war to conduct at a school sporting fixture, 

Godley was using terms of reference that both his troops and the readers 

of the School Journal found familiar. 

26. NZ~~ 1 August 1914. 

27. NZH, 6 August 1914. Probe.bly a substantial number of New Zealanders 
would have ecl:.oed the Herald's sentiments. Bill Malcolm, a school 
pupil in 1914, has recollected being told at SC;hool that the Germc1ns 
were, " . . . our cousins; a wonderful raC;e. We st.ould not be fighting 
them". (Fml. Disc. Gr.). 

28. Alexm1dcr Godley, "Address to New Zealand Troops". S.:£ 8, part three 
( Sept8mber 191 l~): 272-273. Most Nev, Zealand d0il.y nev1sp2.pcrs ej tr:-.F.;r 
publi~>hed GoaJ.ey' 5 acidress ir1 full or made u;:;,~ of quotations from it. 
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With but one exception, every item in the part three School Journal 

for September 1914 was devoted to the outbreak of war. Several features 

of the prevailing patriotic fervour were identifiable in this issue. The 

idea of patriotism as being a natural outgrowth of love for one's 

29 
family and loyalty to a school team was emphasised. At the same time 

two of the articles saw warfare it self as an exciting, self-broadening 

opportunity for a young man, and these dwelled at so:ne length upon the 

latest developments in naval warfare, with specially enthusiastic 

reference being made to the possibilities of employing aircraft and 

b . 30 su mar:i.nes. The majority of articles, however, concentrated on the 

reasons for the war and on the necessity for thorough preparation in 

the moral sense. "The Causes of War" outlined Britain's moral and 

strategic reasons for involvement. It was argued that while tha precise 

chain of events which had led to war were as yet inadequately understood, 

the main causes of the conflict could be identified and, " ... respons­

ibility and blame roughly apportioned". 31 This last phrase was of 

particular significance because it again underlined the belief that the 

reasons for fighting had tc be just ones, whether the enemy were unruly 

desert tribeswen or sophisticated brother-Europeans. The Allies, the 

article claimed, were defending themselves and the weaker nations 

against aggression. 

29. SJ 8, part three (September 1914): 243-244. 

30. Several New Zealand newspapers published articles desGribing the 
latest developments in naval warfare, including the Do:n:i.£1-ion and. 
the Herald. The accounts in the School J ou:t•nal were closely based 
on thesG. The original inspiration was the Preface to Jane's 
F'ighting Ships, 1913-1914 edition. ----

31. "The Causes of the War", SJ 8, part three (September 1914):227. 



Several School J ourY1al articles in September 1914 envisaged the 

war as being a struggle in which mere technical skill and physical 

17 

courage were inadequate, as indeed they had been inadequate forNewbolt's 

young officer as he made his lone stand under the regimental colours. 

All armed conflict, and especially wars in which the Empire was engaged, 

was first and foremost a spiritual odyssey for each individual warrior. 

Strength of purpose and even purity of soul were vital to success. 

Considerations of this type were predomina.YJ.t in "The Vigil", a compelling 

article based on one of Newbolt 1 s poems of the same name. Closely 

paraphrasing the original poem, the article described how a youth in 

feudal times on the eve of knighthood, kept a dusk till dawn vigil in 

the- castle chapel, spendidly arrayed in robes of white, red and black 

symbolising purity, courage and suffering. The parallel between the 

youth's lonely vigil in the chapel and the patriotic citizen's spiritu~l 

preparation for war was made very explicit: 

True right today must be animated by the same spirit and only then 
••. fully assured of the justice in which we have drawn the sword 
will it be possible to go forth believing that God will defend 

the Right. 32 

In both cases the individual had to ur1dergo a pilgrimage that would 

demand his spiritual as well as his bodily strength, yet more than 

simply a pilgrimage was involved here. The use of upper-case for "Right" 

was especially significant. Without a righteous cause, loyalty and 

patriotism were meani.ngless. At the same time, hatred was not a 

component of this patriotism, except in terms of an equally generalised 

evil. Even in 1914, specific nations or races were not singled out as 

being evil in themselves. 

32. "TheVii;il", SJ 8, part three (September 1914): 240-242. The 
article was accoinpanied by a full-page illustration of' the youth 
in the chapel, based on the pain tine; The V~ gil, by the Scottish 
painter Joh!1 Pettie ( 1839-1893). 



The knightly imagery so often employed in ·1914 can, however, be 

misleading. The ghosts of the nineteenth century RomanUcs still lived 

on in Newbolt' s poems and in the School Journals, but so too did a 

shocking naivety. Man's technological progress had oustripped his 

philosophy. In just two years this gap was to narrow considerably and 

:in the process, bring forth far less knightly qualities. 

4. New Concepts of Patriotism, 1916-1918 

Few countries have, in proportion to their population, sustained 

a war effort as extensive as New Zealand's during the Great War. The 

Dominion's contribution was, as Sinclair has protested, " ... out of 
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all proportion even to filial duty". 32 As the War dragged on the burden 

became increasingly heavy. Early in 1916 the Gallipoli campaign had. 

ended in a bloody defeat. In May conscription was introduced to enable 

the depleted New Zealand Division to be brought up to full strength 

for operations on the Western Front. During September and October the 

Division took part in the abortive Somme Offensive, a ghastly affai.r 

which even today inspires horror. Wading through mud-fillej shell craters 

and swept by a relentless machine gun fire, the New Zealanders suffered 

over 7,000 casualities in just 23 days. 33 

Inevitably, cracks began to appear in a society which had already 

undergone too much hardship. A grim sense of desperation gripped the 

32. K. Sinclair, A History of New Zealand, revised ed. (Middlesex, 
England: Penguin Books Limited, .1969) ,p.24:1. 

33. An Encyclopaedia of N e-N Zealand~ 1966 ed., s. v. "Wars'', by W.E. Murphy. 
The casualty figures for individual New Zealand regiments more 
clearly illustrate tho cost of the Somme Offensive. The Au.:::kland 
Regirr.ent, Nev; Zealand Expeditionary_ Force beg.Jn the battle wl th 1,500 
officers and men, When they were withdrawn temporarily i'ro:n th0 Front 
thoy had ::iuffered some 1,006 casualtiErn, including 300 ki Ued. OthGr 
New Zealand Regim,c>nts.had equal1y appa11:i.r.g lossE'r.. (See O.E. Bvrton, 
~h~ Auckl::mcJ .R$J:1l!!C:~t, ~f~,-., ~:r~3.Lnnd Expelhtion~1.ry l•orc.:e, [1rnc.:kla1:.rl: 
Vilu.tco:t1be ,:!ml '.i.,:1:,::i:::, l;lc::::J, p.1·!6). 
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nation. The new mood of New Zealand society was particularly evident in 

its rapidly changing patriotic concepts. Ji'irst, there was an increasing 

emphasis on group solidarity, with each and every individual now being 

regarded as fulfilling an important functior1 in the total war e:ffort, 

no matter how menial the task involved. Second, outward man:i.festations 

of patriotism came to be demanded as proof of loyalty. 'I'hose who 

failed for one reason or another to take part in the patriotic rituals 

of a society at war were often regardeo with suspicion, if not hatred. 

Third, the generalised hatred of evil as such, which in 1914- had 111[:uli­

fested itself in a dislike of Germany's actions, now became focused 

sharply on the Germans themselves. As a consequence, the usually 

favourable opinion in which many New Zealanders had inti ally held the 

Germans was replaced by an implacable hatred of all things Teutonic. 

Each of these extensions of patriotism were interrelated, and in 

the restricted atmosphere of wartime New ZealgncJ. they tended to nourish 

each other. The heightened sense of urgency and w1ity which character­

ised society from about 1916, for instance, further encouraged the 

desire to ensure that everyone con:f'ormed to the standard of' patriob_sm 

now required. In its turn the emphasis on conformity bred a deep distrust 

of those who clearly stood outside the main body of society. Such a mood 

could hardly help but affect the primary schools, for it was here i;hat 

children were made acutely aware of society's dmncin 6 attitudes and 

values. 

a) Group Solidarity. The growing desperation of vr,.:..rtime New 

Zealand was responsible for bringinr, about an increasing emp}i.c.1.sj. s on 

the need for national unity in the facA of common da1ger. Newspapr;n; 

and politicia.11s continually pleaied fo1· political ancl class divi:::J or;s 
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to be put aside in the interests of the war effort. In February 1916, 

the Manawatu Daily Times reported on the outco:ne of a Christchurch 

recruitment drive at which there had been several noisy interjectors. 

Many of the interjectors had accused the organisers of the drive as 

being merely "society-blighters", unwilling to make sacrifices for the 

war effort themselves. The Times was critical of these interjectors, 

terming them "noise-makers" and seeking to identify thel!l with the 

"Red:--Fec.s", who, it was alleged, were opposin5 pla.-i.s to introduce 

conscription. In comparison with such people, the paper argued, the 

so-called "socie-ty-blighters" were proving themselves good pa.triotic 

citizens who were prepared to help the war effort. The primary purpose 

of the Times article, however, was not to criticise but to encourage 

u.nity. All readers were therefore asked to remember that "the time [was] 

not ripe for hypercriticism and cle.ss diE,sension - the tin:e [wa~ ripe 

for every citizen to make all sorts of sacrifice for tha common cause." 34 

While adult New Zealanders were being exhorted through their 

newspapers to make every sacrifice for the comrr:on cause, school children 

were being asked to make their own contribution towc:.rc.s victory. Jenkins 

believed that the yea:r 1916 marked a fundamental change in the School 

Journal's portrayal' of patriotism. 35 :B'rorn about this time ~l100~ 

Journal articles began to stress the horror and suffering of war. In 

one respect this was a logical development of the earlier concepts of 

heroic pilgrimage and self-sacrifice. Even the terminology was somewhat 

similar. An Emp::i.re Day article, for example, called upon children to, 

34-. Manc1wE.::.~u Dail,t_J;...:Lrr~..§- ( Pe.J;r;erston North), 10 February 1916. M~~.tu 
DailyJi.rrlQ_s hereccft2r cited as MD'l1 • 

35. Jenkins, p. 4. 
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"play the game of Empire" and make themselves worthy of' their New 

36 
Zealand kin serving at home or overseas. Despite superficial 

similarities, however, most of the later war articles appe2.ring in the 

School J ourn_al were markedly different from those which had appeared 

prior to the outbreak of war. Far from being a matter of individual 

pilgrimage, armed conflict was now seen as uniting society in a common 

bond of suffering. As early as November 1915 a School J o_'Lrpal article 

entitled, "The Children of France in Wartime", described the bond which 

existed between French children whose fathers had been killed in battle. 

The article claimed that after the war was over these children would be 

members of poor but proud families whose, " ..• sens would wear black 

knitted jerseys with pride, and not envy those with smart new clothes 

from the big shops". 37 

Wartime grey was beginning to replace knit:;htly white in the School 

Journal. Naive ideals of heroism had been displaced by a new emphasis 

on fortitude, resilience and unity. For the School Jo~I!la~, mundane 

daily tasks becan1e an essential component of patriotism. Children were 

now informed in sparse, grim phrases exactly how they could help the 

Empire through the crisis. In June 1917 an article by the Earl of Meath 

provided children with four watchwords: duty, sympathy, responsibility 

and self-sacrifice, which they were asked to employ throughout their 

waking hours as every task, however small, was vital to the war effort. 38 

36. "Empire Day", S~_ 11, part two (June 1917): 66-69. 

37. "The Children of France in Wartime", SJ 9, part two (November 1915) : 
150-154. TLis article was adapted from an article of the same title 
by the Br:i tish vmr correspondent Philip Gibbs, and published by the 
Daily Chror::i.<?_le (London). 

38. The·Earl of Mectth, "An Empire Day Message",SJ 11, part three (June 
1917): 154. Meath (1831-1929),was an Anglo-Ir·ish peer and a carec:r· 
diplomat who later became the author of several books on imperial 
topics. Much of his interest in writing for children stemmed from 
asf;ociA.tion with tte Lads' Drill Association and the British College 
of Prysic2.1 Ec:1ucat.ior.. 



The article, "Empire Day", reinforced this point by suggesting 

that children in New Zealand were very lucky despite their having to 

carry out "irksome" little tasks for their parents and teachers. 

Children were bluntly told, "you are feeling little hardship, because 

the Empire is strong enough to protect you" •39 In order to illustrate 

the debt children owed, the article described some of the heroism that 

had characterised the imperial past. The, " ... neglected wooden 

crosses ... " of Captain Scott's ill-fated Antarctic Expecl.i tion were 

recalled as having best embodied the imperial motto, "to seek, to 

strive, to f'ind and not to yield". The article concluded with a brief 

citation of the deeds of imperial soldiers and seamen since 1914, in 

itself an indication that society was ransacking the past for the 

fortitude necessary to make even greater sacrifices in the future. 

b) Loyalty and Conformity. As the drain on the Dominion's ma"Yl-
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power and wealth continued, pressure for the suppression of deviance 

within society grew stronger. Mere protestations of patriotism were no 

longer considered to constitute unimpeachable loyalty. Patriotism had to 

be publicly demonstrated, and those who refused to do this were frequently 

subjected to harsh treatment.4° Conscientious objectors were interned, 

often in poor conditions. Those who harboured controve:-sial vievrn on 

the conduct of the War often discovered that a few careless words could 

have unfortunate repercussions. A Tauranga man who was overheard to 

suggest that the German army was better than that of the Allies was 

39. "Empire Dey", SJ 11, part two (;June 1917):69. 

40. See A. Baxter, We Will Not. Cease, Christchurch: Ca.xt01-i Press, 1963. 
Baxter was a conscientim..:;s object 8r w:Lo while :in France was sub jectec 
to cor.sideral:le ill treatment including the notorious "NuobeY- One 
Field Punishment". 
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twice punished for his temerity. First, he was knocked down by an irate 

coaster captain. After his recovery he was arrested, taken to court 

and sentenced to three months imprisonment for a seditious utterance. 41 

School children became caught up in the general desire to involve 

everyone in mass patriotic activity. Parents and returned servicemen 

wrote to their local papers requesting an increase in school patriotism. 

One returned soldier advised readers of the Manawatu Deily Times to, 

" ... teach the children to sing patriotic songs and ever be present 

42 at patriotic demonstrations to pay homage to brave men11 • In fact, 

such agitation was unnecessary. In 1917 the National Efficiency Board 

had been formed to investigate ways in which Nev, Zealand could be more 

efficiently organised for the prosecution of war, and in August of that 

year, it recommended, 11 ••• that in every school throughout the Dominion 

the system adopted in the cities of .Arr.erioa should be followed, and the 

flag of the Empire should be unfurled and saluted by every child when 

entering the school". 43 

J.A. Hanan, the Minister of Education, readily concurred vtlth this 

recomme:nd2,tion. In May 1916 he had expressed sorr:e satisfaction in the 

fact that the War had given children, " splendid lessons in patriotism 

and national service", which they could not have learned from, " theo-

. l+l+ 
retical lessons or lectures". Hanan envisaged flag-saluting as 

41. ITZH, 6 July 1917. 

42. J.A. MacManus to MDT, 8 January 1917. MacManus claimed that although 
once a socialist, he had come to realise that the War was a necessary 
one, and that victory was only possible through the cooperation of all 
New ZeaJE>.nders, regardless of class or politice.l belief. 

43. SJ 15, part three (August 1917): 224. 

l~+. AJHR, 1916, E-1, p.3. To a limited extent child particip2.tior.. in the 
-;_,~r-effort had been encouraged since 1911.i-, The Children's Ambulance 
Fund. for instance, was set W? a few days after the declaration of 
war. ( See SJ 8, part three LSeptembE:r 1911+] : 252). 



a further practical lesson in patriotism, and a School J_o2-._!!la~ article 

quoted him as having claimed that national efficiency in wartime would 

be increased, 11 • •• through the important factor of the inculcation of 
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a patriotic sentiment in school children". 45 Hanan also believed that 

in saluting the flag, children would publicly demonstrate their loyalty 

whilst at the same time their action would teach them to see themselves 

as an integral part of their own society, because they would be reminded 

of their duties to parents, school and Empire. 46 

The emphasis on duty and sacrifice continued during the last few 

months of war. There were growing indications that Germany was close to 

defeat at last. The stronger the indications bece.me, the more children 

were urged to do their utmost for final victory. In June 1918, a School 

Journal article reminded its readers that, "the little duties are 

thronging around you, at home, at school, in the streets, at work, at 

play. Do them there is no room in our Empire for idlers". 47 

Victorious runners had relaxed, only to be beaten at the post. Wars too, 

could be lost in the manent of apparent triumph. Final and complete 

victory required relentless effort to the very end. 

45. SJ 11, part three (August 1917): 226. 

46. Ibid. The article also included a relatively detailed explanation 
of the administrative process behind the issue of the flag-saluting 
regulation. Ap:rarently it was desirable that children come to 
appreciate the reasons for flag saluting, rather than blindly obey 
the instructions of their teachers. It is also po2sible that the 
article was intended to reassure parents that the decision had been 
taken only after considerable disc1.,;.ssion he.d taken place. 

47. S~ 12, part two ( June 1918): 67. 
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c) Hatred of Germans. From about 1916 the relatively favourable 

opinion of Germans and German culture prevalent in 1914 was replaced. 

by an uncompromising hatred of everything Teutonic. Undoubtedly the 
' 

ever increasing demands for loyalty and sacrifice in the face of an 

enemy who appeared to be unbeatable helped to bring about this drastic 

change of heart. In February 1916 an editorial in the Manawatu DaiJ.y 

Times admitted with some bitterness that New Zealanders had deluded 

themselves in believing that the enemy was weakening, and that hence­

forth the war had to be regarded as, "a fight to the death". 48There was 

an increasing conviction that Germans would stop at nothing to gain 

victory for their country. Settlers of German descent living in New 

Zealand were often singled out for verbal abuse. 49 In February 1316 

a correspondent to the Manawatu Da~ly Times demanded to know what 

Palmerston North's own Germans were doing for the war effort. The writer 

advocated that German businesses in the tovm should be boycotted, whether 

their owners were naturalised or not: 

Its no good to jiggle and tinker with fate, 
A German is always a German. 
He appears to be British and loyal of course, 
~'hile true to the land he was born in. 

So don't put a cow cover over a horse, 
And expect to get milk in the morning. 50 

Such extreme views were reflected by a number of Parliamentarians. 

In June 1916 J. Payne, the member for Napier, suggested thdt doctors and 

dentists of German descent should be interned to prevent them from 

48. MD];:, 18 February 1916. 

49. It should be noted that while several newspapers, amor.g them the :ti.~2: 
Ze~land Herald and the Ma..:0.f~:'.9-j;~...Q.i:!i]z_,1'jm'?_~, discou::-aged the more 
hysterical accusations of correspondents during the ea.rly months of' 
the War, they genera.lly refrained from such action after 1916. 

50. "W" to MLJ., 15 February 1916. 
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d.eliberately spreading diseases among New Zealanders. Teachers 

became the victims of a similar hysteria. In October 1915 Professor 

von Zedlitz was removed from his position at Victoria University 
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College, the principal victim of the Al:ien Enemy Teachers Act introducea. 

52 
earlier that year. Von Zedlitz, however, had been a special case 

in that following the outbreak of war in 1914 he had volunteered to 

return to Germany as a Red Cross worker. Consequently the reaction of 

the New Zealand public had been understandable, if unjustified. Other 

teachers of German descent suffered persecution, although they did 

nothing to precipitate it. In June 1916 J.V. Brown, the M.ember for 

Grey Lynn, told the House that he had received a complaint from several 

local teachers that 11 ••• the German teacher at Waiotapu [was] under-

going Physical Instruction with other teachers at Rotorua". 53 This, 

they he.d. felt, constituted. an insult to the troops at the Front, and a 

moral danger to the children at home. Accusations of this type resulted 

in a number of teachers being dismissed, or resigning because of undue 

community pressure. 

The murderers of Belgian women and children could expect no better. 

The last eighteen months of war saw the Germans increasingly portrayed 

in newspapers and magazines as bestial savages, devoid of human qualities. 

In June 1917, the Manawatu Daily Times reprinted an article from the 

52. Alien Enemy Teachers Act, 1915, 6 Geo. V., Statut~, p.361. This Act 
forbade the employment of any teacher who was not a British citizen 
by birth or by naturalisation, who had at any time previously been 
a citizen of an enemy state. 

53. NZPD, vol. 175, 1916, p.801. 
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British Daily Mail which claimed that Allied prisoners of war in 

Germany were treated like cattle. Readers were urged to remember the 

prisoners with pride because " .•. that they should retain their cheery 

coni'idence in surroundings and among people so ferociously hostile, so 

entirely un-British, so devoid of chivalry, sporting instinct or 

humanity, was a monument to the character of the race" •54 

School children were remina.ed that German actions in the past 

entitled the Allies to wage war against Germeny w:ithout pity. A School 

Journal article in October 1918 painted a grim picture of life in wartime 

Germany. Sympathy for German suffering was almost entirely obscured 

beneath a grim tone of moral superiority. The main character in the story 

was Grandfather Hans, who as a young man had taken part in the victory 

parade following the Franco-Prussian War. Now, old and sick, Hans 

watched his grandsons march off to war one by one, never to return. His 

only daughter died of malnutrition because of the British blockade. 

Finally Hans himself had succumbed to grief. The story contained all the 

elements of a tragedy, but the moral of the ar~icle was that the Germans 

had only themselves to blame. They were novi payi..YJg the price for dis-

regarding the laws which governed the conduct . . . . 55 of c1v1l:i.sed nat1ons. 

With such a criminal race, no compromise was considered possible. 

During the last months of' the War, several N ev1 Zealand newspe.pers warned 

54. MDT, 7 January 1917. 

55. H. Brighouse, "A War Story", SJ 12, part three (October 1918): 28!+-
287. It is to be doubted whether many c:b..ildren sympathised with the 
Germans at this stage of the war. Newspaper reports increasingly 
referred to German atr·oci ties in the last few months of the conflict, 
nnd the School Jot.:rna°!; :i_tself, f'ollowed suit. In November 1918, for 
instance, even Standard One and Two children were told how the "Huns" 
had ~lunderecl cities and er.slaved women and children. (SJ 12, part 
one J..r overaber 191 sJ: 153). -



their readers of the dangers in being"duped11 by eleventh hour German 

56 
peace offers. In September 1918 the School Jcurp_?-1 featured an 

article entitled, "The Fable of the Simple Potter and the Treacherous 

Serpent". The story concerned a kind but naive potter, who was repaid 

for his kindness by treachery. He had encountered a venomous serpent, 
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but after capturing it he had been moved by its eloquent pleas for 

liberty. The potter therefore released the serpent, having first removecl 

its fangs. This he believed, would render it permanently harmless. 

Unfortunately for the potter, the serpent showed no gratitude for being 

freed. It merely nursed its hatred and quietly raised a brood of 

equally venomous children. Acting upon the wishes of their parent, the 

young snakes entered the potter's heme where they killed not only the 

unfortunate potter, but his entire household as well. Few children 

oould have missed the point being made. For those who had, the article 

was concluded with a single line in block capitals: 

A MODERN" MORAL TO THIS FABLE. BE'WARE OF A GEP.MtN PEACE. 57 

Even in November 1918, a School Journal article warned children 

that German peace overtures were, " .. mere diplomatic wiles •.• that 

must be scorned11 • Only unconditional surrender, it was asserted, could 

58 
ensure a peaceful future world. The viper could not be permitted to 

escape now that he had at long last been cornered. For children and adults 

in New Zealand the "knightly pilgrimage" of 1914 seemed far away. 

56. See Waikato Times, (Hamil ton), 9 October 1918, for instance. Waikatc 
,!im~ hereafter cited as yrr. 

57. 

58. 

11 The Fable of the Simple Potter and the Treacherous 
part three ( September- 1918): 217. 

S~ 12, par~ three (November 1918): 290-296. 

Serpent 11 , SJ_ 12, 
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, , 
Resume ----

Prior to 1914, three factors ccnditioned the development of 

patriotic attitudes in New Zealand. First; there was the fear of foreign 

aggression, which manifested itself in a concern with Russian and later, 

German expansion into the Pacific. Second, the rise in national self­

awareness during the Liberal period produced an upsurge of imperial 

patriotism wh.ich became intensified as a result of the South African War. 

Third, while patriotic activity was on the increase during the early 

years of the new century, it was characterised by romantic conceptions 

of' duty and self-sacrifice which were based largely on an inaccurate 

understanding of modern warfare. 

Patriotic activity in the primary schools reflected these factors. 

The growth of patriotic fervour in New Zealand coincided with a rise in 

interest concerning the teaching of patriotism, with the 1904 Syllabus 

and later, the School Journal, becoming important guides to instruction 

in this subject. School patriotism, like the patriotism that character­

ised pre-war society itself, was essentially romantic in tone, stressing 

heroism and knightly virtues. Outside the classroom, the school cadets 

offered boys a means of putting these ideals into practice under controlled 

conditions. Despite the obvious magnitude of' sc.hool patriotic activity, 

however, there is little evidence to suggest that there was any specific 

attempt to prepare children for war. Justice in its broadest sense was 

the core of scr..ool patriotism, rather than simply dedication to the state. 

The disbandment of the Junior Cadet organisation in 1912, and the subse-

quent decline in School Journal articles dealing with war subjects, both 

p2·ovide further evidence that patriotism was an extremely generalised 

concept at this stage. 
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The first two years of the Great War saw no major alteration of 

these ideals. From about 1916, however, the whole concept of patriotism 

began to change as New Zealand society faced up to the stress of total 

war. Unity, outward conformity and hatred for the enemy became vital 

components of the new patriotic ideals. The grim new mood of society 

was reflected. in the primary schools, and especially in the Sch_o_~~ 

Journal which was so sensitive to such changes. The conception of war 

as a "heroic pilgrimage" which had characterised so many articles in the 

pre-war School Journal, was largely replaced with a new emphasis on 

fortitude and resilience. Small everyday tasks a.round the home and the 

school were considered to be vital to the war effort. Schools put a 

greater emphasis on loyalty and conformity during the latter stages of 

the War, and one of the most important consequences of this was the 

introduction of flag-saluting in 1917. Children were also taught to 

regard the enemy with a mixture of fear and contempt, and thus to help 

their country wage war without pity. For them as well as for adults, war 

had become total, affecting every facet of their lives. 

By 1918, therefore, patriotism had already changed drastically from 

what it had been prior to 1914. Much of what was to follow would be a 

direct consequence of the war years, without which the course of 

political values teaching in New Zealand primary schools would probably 

have been radically different. To this extent, the future of patriotism 

had already been charted as the Dominion entered upon the first, uneasy 

years of peace. 



SECTION ONE 

THE Z:lliITH OF PATRIOTIC ZEAL 

1918 - 1922 



CHAPI'ER Cl'il"E 

The Legacy of War 

By 1918 patriotism had come to be based on assumptions which 

differed markedly from those of pre-war times. Because the Great War 
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had so deeply affected large numbers of New Zealanders, the continuance 

of wartime concepts and modes of thought was assured. The influence of 

war had three major ramifications for primary schools during the early 

post-war period. First, war commemoration became an important activity 

with the object of fully acquainting children with the deeds of' imperial 

soldiers and sailors in the recent past. Second, as a result of' war 

experiences, school patriotism became the focal point for a re-examination 

of citizenship training and its implications for the younger generation. 

Third, the strain and tensions which had characterised wartime society 

persisted into the immediate post-v,1ar perioc1. This last factor was to 

be a portent of subsequent developments in pe.triotic activity which 

were to deeply affect the primary school system duri..~g the early 1920s. 

1. War Commemoration 

The Now Zealc1I1d primary school's traditional role as a district 

community centre facilitated its uti.li sat ion for war commemoration 

purposes. Many schools had begun planning the erectior.. of war memorials 

during the war. They were encouraged in their actions by the Education 

Department which had offered them a special s1..;_bsidy without waiting for 

prior Government approval. 1 The result was that when the war ended, a 

number of' these schools were to some degree dopendent on Government 

finance for the completion of memorials, and they were subsequently 

·i. ,!'l"ZP.P._, vol. 186, ·1920, p.9L,7. 



enbarrassed by the Educe.tion Department's sudden reluctance to make 

the necessary funds available. 
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Confusion reigned over the exact status of we.r memorial subsidies. 

In July 1920 the Member for Dunecin South, T.K. Sidey, attempted to 

clarify the situation by persuading the Government to recognise the 

subsidy officially. The Minister of Educ.2.tion, C.J. Parr, felt that 

the large number of claims already received by the Education Department 

made such a step impracticable. He conceded, however, that a serious 

problem indeed existed, and promised that those school committees which 

had already made application for assistance in the belief that a subsidy 

would be forthcoming would receive sufficient funds to enable them to 

complete their memorials as planned. 2 

Further evidence of both public interest in war commGmoration a."lc 

Government reluctance to allocate funds for this purpose is illustrated 

by the efforts of scl:ools, libraries and museums to obtain collections 

of literature on the Great War. In October 1922, C.N. MacKenzie, the 

Member for Auckland East asked the Minister of Defence, R.H. Rhodes, 

if the Defence Department cculd assist these institutions by making 

some of its own collection of books and magazines available for re­

printing. Again, however, finance promised to be a major difficulty in 

the implementation of such a scheme. C or..sequently the Government was 

not able to help bey~nd expressing its general approval. 3 

Deprived of· government funds for war commemoration purposes, 

schools were largely forced. to • rely on reading material supplied by 

2. Ibid. 

3. NZPD, vol. 198, 1922, p.211. 



the Education Department. Much of this material unfortunately proved. 

inadequate for the purpose. The Story of the British Nation, the 

approved primary school history textbook until 1929, provided a general 

survey of British and imperial history and dealt only briefly with the 

Great War. 4 School Journals during the immediate post-war period were 

mainly concerned with the Peace Treaty and its implications, and 

contained little on the actual course of the war beyond the limited 

references in the annual Anzac Day commemorative articles. 

For these reasons schools were susceptible to the blandishrr.ents 
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of commercial enterprises. Major publishers had little to offer schools 

in the way of war commemorative literature in the months immediately 

following the Armistice, but by 1920 a ten volume set of encyclopaedias 

entitled, Children's Story of the War had appeared in Britain. The sets 

made a considerable impact on British schools especially after the 

Queen personally dedicated Children's Story of the War tc the young 

Prince George in 1921. 5 The Queen's action stimulated New Zealand interest 

in the sets and convinced a young book distributor named. A.H. Reed that 

l+. The Story of the British Nat ion, first ed. Auckland: Whi tcombe 
and Tombs, 1916. This textbook was published in two volumes. 'l'he first 
volume traced the main themes and events of British hintory f'rom pre­
Roman times till the death of Queen Elizabeth I, and was intercded for 
Standard Three and Four. The second volume covered the period from the 
dea.th of Elj zabeth up to the Battle of Jutland in 1916 and was intended 
for Standards Five and Six. Sub sequent ed.i tions brought the second 
volume up to date and included the signing of the Treaty of Versailles. 
Althoi.;,Gh the Standard Three and Four text did not totally cover the 
period, the history and civics section of the 1919 Syllabus made 3ome 
provision for recent events to be disci.;,ssed, ·while the part one and two 
_School Joumds ccntained suitable background. articles. 

5. Sir (James) Edward Parrott, Children' s ~tor,.Y_91_"_ th_e~!,~r:, 10 vols., 
London: Nelson and Sons, 1920. P::;Trott l.. 1863-1922) was a prominE,r.t 
author of British history textbooks, and books on citizenshi:p.Ar,:or:g 
his better 1-mown pi.J.blications W<'3re, Fin[_e::'-;:;ost.s to British H:Lstoa, 
Nelsen's School Series, London: Nelsen and Sor:::i, 1909; 'rhe IncJu:,tr:i.ul 
and 8ocia1 I::ifc of a Citizm~, London: Nelson and Sor:s, 1908 &nd; 
J:l!:.i.!£.i2.1-..9..Y.£..f.~"~:.;.:!'..: Empire :i.'7. Picture and St-Jry, Lor.don: Nel::on ancJ. SoDs, 
i90fJ, Ps.rrost w::,s also respun3iblc for I·!E:lson' s Hi{'hroe,d3 readers 
used in nwn:,- New Zca.la11d primary schools during the i 920t,. 
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a considerable market for such encyclopaedias existed in the Dominion . 

.. 

Reed decided to take a garrillle. By early 1922, he had shipped 700 sets 

of Children's Story of the War into the country at a total cost of £750, 

a considerable sum by New Zealand book-buying standards. 

The gamble succeeded to a degree that probably surpri~cd even Reed 

himself. Schools began placing their orders even before his planned 

Dominion-wide advertising campaign was fully underway. Greatly encouraged, 

Reed allocated a proportion of his sets to specially formed distribution 

I 
centres in each education board district. By August 1922 he had received 

nearly 300 orders from schools. Only 250 sets remained unsold by late 

September, at which time there were still 400 oustanding orders. 6 By 

the end of the year Reed had not only recovered his original investment, 

but made a profit of £700. The response from New Zealand schools had 

been truly overwhelming.7 

There were three major reasons for the interest shovm by schools. 

The first was Reed's skilful advertising campaign which utilised the 

most modern techniques then available. The second was the securing of 

official support and encouragement. The third and most important reason 

however, was that Chi1dren' s Story of the Wa.r appeared at a time when 

schools were desperately searching for a book which would both corrm1emcr­

a.te the Great War and appeal suf'ficiently to children. 

Reed's advertising campaign employed methods which foreshadowed 

modern business practice. Regular advertisements appeared in National 

6. A.H. Reed, Memcrandwn to Headteachers and Secretaries of School C ornm­
ittees, 26 September 1922. Personal Files of' A.H. Reed,Wellington. 
Personal Files of' A.H. Reed hereai'ter cited as RF. 

7. By contrast the much earlier, N f;\"' Zca~_?nd School Reader, writ ten by 
W.P. Reeves in 1395 was a failur8 i,.ri te:cms of sales, despite con~:.:i.der­
able backj_nc from both the Edt,cation Department. Md the majority c,f 
educ2.tion board.s. 
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Education and in the Education G8 zette. Prospectuses describing 

- -

Children's Story of the W~r in sorre detail had been sent to over 1,000 

- - 8 
primary schools by May 1922. Further batches of prospectuses followed 

until by Reed's own calculations, virtually every primary school in the 

DoIT-inion had been contacted in this way, The prospectuses were followed 

up with special bi-monthly memoranda addressed to "Headteachers and 

Secretaries of School Corcrnittees". A memorandum dated 16 June claimed 

that Children's Story of the We.r was, " ..• one of the most notable book 

bargains ever offered in New Zealand", and stressed that f'or a limited 

period only the sets were being offered to schools for only £2 15s Od 

instead of' the usual £3 15s Od. 9 In September 1922, the price was dropped 

to£1 7s 6d. 10 

By themselves, even lavish advertisements such as these could not 

have guaranteed sales. In the early 1920s Reed's "special of'f'ers" still 

represented a co~siderable outlay f'or many small schools. Major success 

was thus dependent on Reed's securing support f'rGm administrative bodies 

at each level of the education system. Before mounting his advertising 

can~aign, Reed had prudently elicited promises of' assistance from the 

11 
Education Department and virtually all the education boards. The 

8. A.H. Reed to the Tarai.'1.aki Education Board, New Plymouth, 30 May 1922, 
_RF. This represented approximately half of' the total number of primary 
schools in the Dominion at this time. 

9. Memorandum to Headteachers and Secretaries of School C omrni ttees, 16 
June 1922, RF. 

10. Circular to Headteachers and Secretaries of School Committees, 6 
September 1922. RF. 

11. With the notable exception of the Southland Education Board, which 
informed Reed that it was unable to recorrmend the sets to its schoo:is. 
No reason was given for this decision. (Reed to J. Caughley, Director 
of Education, 8 June 1922, RF.). Reed went so far as to ask the 
Governor-Gen8ral, Lord Jellicoe for his opinion of Children'_s St.r22::Y. 
of the Yhr, but Jellicoe considered that his official po::ition clis­
quali:f'ied him from ex:pressing an opinion. ( Jellicoe to Reed, 26 rlby 
1922, RL). 
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Department recommended Children's Story of the War f'or all primary 
.. . . . . . .. - -

schools, and even announced that the set would forthwith be included 

in its textbook subsidy scheme, a rare honour indeed for a privately 

distributed set of' encyclopaedias. Parr was sufficiently impressed to 

allow Reed to quote his assertion that the sets were, 11 ••• an excellent 

. 12 
addition to any school library", in subsequent advettJ.sements. 

Education board praise was equally glowing. Both the Auckland and 

0tago Boards were quick to grant additional subsidies of their ovm 

to f'urther of'f'set the costs to schools in their districts. 13 E.G. Purdie, 

the Secretary of' the Auckland Education Board, sent Reed a letter 

inf'orming him that the Senior Inspector of' Primary Schools, T.B. Strong, 

had read and approved of the sets for school library use. A list 

containing the addresses of' every school in the Auckland area was 

forwarded with the letter in order to make it easier f'or Reed to contact 

them. The set that Reed had originally sent to the Auckland Education 

Board for inspection purposes was placed on public view in the Board's 

offices. The Canterbury Education Board recommended the sets as being, 

11 ••• eminently suitable for purchase for school libraries", and 

£'allowed the example set by Auckland and 0tago by making a special 

subsidy available. 14 By late 1922 or.ly two education boards had £'ailed 

to provide subsidies to cover the purchase of Children's Story of the War. 

For most New Zealand sccools the unique double subsidy brought the price 

of' a single set to well under one pound. 15 

12. Memorandum to Headteachers and Secretaries of Scbool Committees, 
6 September 1922, RF. 

13. A.H. Reed to the Wanganui Education Board, 30 May 1922, RF. 

14. Circular to Headteachers and Secretaries of School Committees, 
3 July 1922, _RF. 

15. Schools ordering f'ive or more sets received cm.• additional compl:lmentar<J 
set. For this reason headteachers often enccuraged f'omilies in their 
local area who wished to p1.:rchase Children's Story of' the We.r, to 
forward orders through the: school. 



Although skilful Dominion-wide advertising and the securing of 

official fUpport greatly boosted sales of Children's Story of the War, 

it was the appropriateness of the sets themselves that was ultimately 

responsible for their success. They appealed to a mixture of patriotic 

sentiment, national pride and personal memories which, in 1922, proved 
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to be powerful suprorts for Reed advertising campaign. Returned service­

men were strongly represented both within the teaching service, and 

on the school corrurQttees, the latter often exerting a good deal of 

influence in the purchase of school books. At a time '»-hen post-war 

disillusionment and widespread anti-war sentiments had not yet penetrated 

New Zealand society deeply, veterans enthused wilaly over the realism 

of the sets. C. Kibblewhite of Ohura School, who had participated in 

the Somme campaign, was one of many who wrote to Reed claiming that the 

sets provided " ..• an excellent description of events with which I was 

personally familiar" ••16 

N2.tional pride was a strong factor in the popularity of the sets, 

and New Zealand war heroes were given generous coverage in Children's 

Story of the War. Volume Four of the set devoted no less than three 

pages to Lieutenant Colonel Freyberg bece.use, "thanks to his brilliant 

leadership, his superb courage and his magnificent exarLple, he succeeded 

with a single battalion where brigades had failed, and won a renown 

which will never be forgotten while British hearts are stirred by the 

story of valiant deeds11 • 17 Reed used this passage in National Educ2.tion 

and Education Gazette advertisements to emphasise the Nev: Zealand 

flavour of the sets. 

·16. C. Kibblewhite to Reed, Ohura School, Tarana..k:.i, September 1922, RF. 
• -

17. Children's Stos,z __ of theW-9:E, vol. iv, p.257. 



Patriotic sentiment and national pride were woven together in 

the description of New Zealand's reaction to war in volume one: 

Less than three weeks after the declaration of war, a cable was 
sent to the War Office in London, saying that New Zealand had 
8000 men ready to go to any part of the world at a moment's 

3S 

notice. These troops consisted of Mounted Rifles, Field Artillery 
and Infantry, and along with them were five hundred Maoris who 
were most eager to fight for Britain. Among the white volunteers 
were five members of the famous "All Blacks" football team which 
played so well in Great Britain a few years ago, and three Rhodes 
scholars. All the men were splendid specimens of yoLmg manhood. 18 

Reed himself was quick to identify the mixture of patriotic sentiment 

and national pride which so frequently proved a major factor behind the 

purchase of Chiliren' s Sto~y o~ the War. Again he shrewdly turned this 

to his advantage in subsequent advertisements. The securing of a set 

was represented as ari act of patriotism in itself. Such was the entnusL1sm. 

for the sets in schools, that this was exactly what it becmne in the eyes 

of headmasters and school coI!lffiittees. In his circulars to schools Reed 

expressed his belief that 11 ••• there must be some public spirited man 

in every township and settlsment who would gladly subscribe a small 

amount in order to place these books in the library of the school in his 

district". 19 In September 1922, Reed suggested that children the:nsel ves 

could help their school obtain a set by donating as little as 1d each, 

an idea which was strongly reminiscent of' the 1 ci co:-itributions mariy 

thousands of school children had made towards the building of H.M.S. 

New Zealand in 1908. 20 In each case, this appeal to patriotislli and to 

district priie p~oved an outstanding success and was responsible for 

further sales. 

18. Ibid., vol. 1, p. 287. 

19. Memorandum to l'.-feadteachers and Secretaries of School C omrait-i,;ees, 
26 September 1922, RF. 

20. Ibid. 
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The success of Children's Story of the War is significant in th~t 

it clearly underlines the connection between war commemoration and the 

teaching of patriotism. For many schools this ten volume set, along 

with a simple memorial in the school grounds, provided a solid basis 

for commemorating the courage displayed by New Zealand servicemen 

duri11g the Great War. Even more importe.nt, these books constituted the 

most appropriate means available of impressing upon children, the nature 

and extent of the commitment to duty now expected of all patriotic 

citizens. 

2. The Lessons of ;1h..r 

During the Great War, education had become an issue of vital 

national concern, widely recognised as being of great value both to 

the indi vid.ual and to society. The latter's claim on education at 

first appeared to be the stronger of the two, because most 

educationalists and politicians were convinced that the survival of 

Dominion and Empire depended on an efficient education system, capable 

of producing people able to contribute to the nation's well-being. 21 

Given the subordination of national life to the war effort which had 

occurred during the Great War,· it was hardly surprising that education 

came to be regarded as another battle to be won, this time on the Home 

Front. In 1916 the President of the Institute, H.G. Cousins, told 

members that the War had at least achieved something positive by high­

lighting educational problems. A society at war, he claimed, could 

tolerate, " ..• no wastage of human skill in a struggle for pre-

21. 'I'h0ugh ultimately, the Great War strengthened the claims of the 
former.· Educational progressives for instance, strongly attaeked 
what they considered to be an over-emphasis on the "nat:i.ono.listic11 

aims of education. During the early post-war period, however, t}1is 
was still largely in the future. (See below, Chapter Seven pa:rnim). 



22 
eminence". Failure meant losing " ... the battle for human energy". 
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Cousins' immediate audience was probably well aware that the 

Americen ed.ucationalist J or.J1 Dewey, had written in a similar vein~ 23 

but it was only now that the stimulus of war had made pleas for 

educational relevancy a national catchphrase. In October 1918, T. W. 

Rhodes, the Member for Thames, echoed Dewey's claim that, " ... the 

state of public education [was] the barometer of the nation's progress. 

To pr:3vent the mercury rising ~ms] to defy a law of nature". 24 Doctor 

Nev,man, the Member for Wellington East, argued that only tecr..nically 

educated nations won wars, and contemptuously dismissed Greek and Latin 

. 25 
as a waste of time. Individuals who possessed tecr.nical skills alone, 

however, were not considered sufficient to ensure victory. Patriotism 

and loyalty were to provide the real sinews of wartime New Zealand. 

Future generations also, would need these latter qualities, and _most 

late-war critics of education were a.greed on the need to strengthen 

citizenship instruction in the primary schools. L.H. Isi tt, the out­

spoken Independent Member for Chr;,:..fchurc.h. North, summed up much of the 

prevailing feeling in the House when he asserted that the war had 

22. H.G. Cousins, "Presidential Report, 1916", Reports of Annual­
General Meetings, 1916-1939, p.5. New Zealand Educational Institute 
Files, Wellington. Institute Files hereafter cited as n:. 

23. Dewey believed that educe.tional reform was dependent on an analysis 
of the aims and needs of contemporary society. (See, J. Dewey, The 
School and Society, second ed.~ [Chica.go: Uniyerd.ty of Chicago Press, 
1915] pp.3-12 and; Democra.cy Md Education [New York: Macmillan 1916], 
pp. 12-27). 

24. NZPD, vol. 183, 1918, p.163. 

25. Ibid., p.1O3. 



taught New Zea.landers above all, " •.• the wisdom and necessity or 

instructing [thei:d children in patriotism - in love for and pride 

• th. t ., 26 in • eir coun "I"J'. 
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The Government,in fact, was strongly committed to improving 

patriotic instruction in the schools. The Prime Minister, W.F. Massey, 

took a keen personal interest in the matter. In November 1918 Massey 

expressed his admiration fo:r the Americ&E school practice of daily 

dedication to the flag: 

Go ye and do likewise. Our rising generation has a great deal 
to learn - they want to be taught pride of race it does 
not matter what race they belong to in the British Empire -
pride of Empire and love of country; they want to be-·taught 
what is meant by the Union Jack ••. 27 

Massey was particularly impressed with the concept of history 

teaching by exrunple, believing strongly that children coul1 best lear:!1 

patriotism through studying the deeds of great men in the past, 11 ••• 

from 'l'!hich the race [had] sprung". He also wanted children to become 

thoroughly acquainted with the more recent heroe3 of the Great War, 

especially Haig, Foch and Beatty, the latter considered by Massey to 

be, "a secoYJ.d Nelson". 28 More t_han merely citizenship training or even 

commemoratioYJ. were involved hc:rc. There seems little doubt that l1assey 

was alarmed lest the rigours of total war hastened the onset of a post­

war reaction that would leave New Zealanders lazy and indolent. In the 

House, he posed the question of whether the British race would continue 

26. Ibid., pp.211-212. L.H. Isitt entered ParJ.iement in 1911 as an 
Independent, his Christchurch North seat having been held previo1..;3ly 
by T.E. Taylor. Like Taylor, Isitt was a man o:' strong, often 
extreme convictions, but he was certainly not alone in h.i.s views on 
school patriotism at this time. 

27. NZPD, vol. 183, 1918, pp.186-187. 

28. Il>id., p. 187. 



to progress as it had done :i.n the past, or whether it would instead, 

11 ••• act as the citizens of the great Empires that rose, flourished 

for hundreds of years, and then decayed". If they were not careful, 
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the strength of the race could be dissipated by "laziness a..YJ.d luxury". 29 

The Great War had provided a powerful stimulus towards the 

strengthening of citizenship education. Wartime influences and 

prejudices influenced patriotic teachinp,: in two main way;s. First, the 

1919 Syllabus clevotod considerable space to history and civics, because 

these subjects together constituted the chief mea..~s of inculcating 

patrlotis:n in the classroom. Second, the increase in school patriotic 

observances be 61.m during the war years was largely sustained, with the 

intention of giving p-..ipils some practical means of demonstrating their 

loyalty to nation and. Empire. 

a) The 1919 Syllabus. In 1919 a new primary school syllabus was 

issued. In many respects this was similar to its predecessors of 1904 

30 
and 1913. The content prescribed for history, civics and moral 

instruction was largely that of Hogten's Syllabus. The 1904 method of 

inculcating moral lessons through the study of great lives was continued. 

in the 1919 Syllabus, but the study was extended to include more recent 

imperial heroes such as Scott and Beatty. The organisation =1.ml much of 

the purpose behind the 1919 Syllabus, however, was very different. 

History, civics and moral instruction each appeared under the larger 

heading, "Man and Society". In history, this new organisation betokened 

a greater emphasis on the concentric approach as an alternative to the 

23. A view obviously inf'lueneed by Massey's d.eep interest in the Old 
'l'estaJ1K,nt. By about 1917 Massey had a:lopted British Isr,~el:: s;n 
nt13 developed 11 ••• an almost mystical bslief in the p2rmm1,JnGy of 
th8 Emp:ire". (An E!1cvclori:,'.?d.ia nf Ne,v Zealand, s.v. tt::vJ.gssey, 
Will:inm Fc,rguscr.'' b,.:~ W ... J. -L.'.:1.rdnor). 

,30. See 1:;..,.,.:,u(, p.162, 



43 

older periodic approach. Consequently the forces believed to be 

behind historical progress becmne more important than the actual 

chronology. At all levsls of study attempts were to be made to 

explain the present position of the British nation, " ... by studying 

31 the races from which it arose". The growth of national freedom, 

conf'idence, military power, industrial and commercial wealth were to 

be exmnined as a vital aspect of Britain's rise to pre-eminence. 

Because each of these factors could be traced from the earliest period 

of British history, they were also to be regarded as a basis for 

instruction in civics, especially lessons on the development of parlia­

mentary government and constitutional monarchy. 

Like history and civics, moral instruction was intended to be an 

integral part of citizenship instruction. The 1904 Syllabus had 

emphasised the development of desirable character traits such as 

kindness, politeness, obedience and truthfulness. The 1919 Syllabus 

stressed similar traits, but now the concentric method allowed children 

at each level to employ their existing knowledge as a basis upon which 

to develop a deeper understanding of how such qualities could be 

utilised in daily living for the benefit of all society. At the 

intermediate levels (Standards Three and Four), the children's awareness 

of desirable basic qualities was to be widened to include loyalty, 

respect for law, and service to the corrmnmity, nation and Empire. At 

the senior level (Standards .Five and Six), this was to be broadened 

31. Education Department, Regqlations fo!' the 0rga11_isation, Examination 
and Ins ection of Public Schools ond the Syllabus_ of Instruction, 
Wellington~ Government Printers, 1919 , p.82. Rep,1-llations. for_the 

0 • ,t • ~ T,'v- m. .,_ • d. -r 1 r. t • r• p 1 1 • • ' } 1 d th . rgc2:~~(,, iu"l, u,'-a.LinaviOn an J.l 3[!8~ ,..!..On. 0.L J.'U_!:~-cl.C uC,100 .S an .(]_ 

.§.y_pahus of Instructio2:1 hereai'ter cited as .12~!1._Sylla1~~..;.~• 



yet again to embrace, "moral courage", which outstanding citizens 

had demonstrated in "the past through the performa.nce of, " •.. heroic 

deeds in the service of mankind and in common life". 32 

The stress .on frugality of dress and diet at all levels in the 

1919 Syllabus was particularly noteworthy. Although in some ways this 

was merely an extension of the moral instruction concepts present in 

the 1904 Syllabus it was greatly influenced, like so much of the 

history and civics in the early post-war period, by the impact of the 

Great War when wastage was condemned as a crime against society. 33 

b) Patriotic Observances in the School. Patriotic observances 

were regarded in many schools as an indispensable supplement to regular 

lessons in history artd civics. Because comparatively large numbers of 

children were brought together on these occasions, they possessed the 

added advantage of making children aware of "school spirit", which 

itself was viewed as being but a microcosm of national and imperial 

spirit. 34 '.i:'wo of the most important patriotic observances were 

32. Ibid., p.82 • 

.33. The Institute also had pressed for the inclusion of' "frugality" as 
a topic in any syllabus revision that might take place afte:.' the 
Great War. See for instance, National Education", 1913, pp.1-3,11. 

34. T.B. Strong was a firm advocate of school patriotic observances for 
precisely these reasons. See T. B. Strong, "I'he Inculcation of 
Patriotism11 , Educatio!1 Gazette, 1 November 1921, pp.2-4 and ; 
"Saluting the 1!'lag11 , Ed.ucatim1._Gez~tte, 1 December 1923, pp.138-140. 
Also nee 1'. Percy Nunn, Educatio!1: Its Data and First Princinles. 
(Lmd.on: Edward Arnold, 1923), pp.66-67, 212. Nmm' s boo~< was used. 
as a standard text by New Zealand. Training Colleges ;:u1.d University 
College Education Departments. There is nome evlclonce to suggest 
th3t Stro:1g and perhaps Parr too, had read and misinterpreted Nunn' s 
cornrrttT,ts on the role of school e;G:c'erno,:1ies. When Nu:in spoke of' the 
chilcl' s need for "intensifying and purifying social .s,1ioticn", he was 
th-lnking of historical re-enactments and folk-eul turo rs.ther thDY1 

of' patriotic ccremon:;_es sueh as school flag-saluting. 
(See below: pp. 195-·199). 



weekly flag-saluting and Anzac Day, both of which originated during the 

Great War. 

li-5 

Even after the National Efficiency Board was disbanded at the close 

of the Great War, many primary schools continued to hold full assemblies 

every Monday morning during the course of which a brief dedication 

ceremony was performed, and the flag saluted by all present. The Education 

Department continued to encourage the practice. Each School Journal 

contained a list of dates upon which the school flag could be flown during 

the coming month. There were frequent School Journal articles dealing with 

the origins of both the Union Jack and the New Zealand Ensign. In addition 

flags were supplied free to all schools. 35 Al though school cor:n:i. ttees 

were responsible for raising moY1ey for flag poles, the cost was consider­

ably offset by a special Departmental subsidy. 36 When new regulations 

covering flag-saluting were finally introduced in May 1921, they merely 

standardised what was already considered to be a vital part cf school life 

by a considerable number of headmasters. 37 

Anzac Day observances\provide a further example of the continuation 

of wartime activities and wartime attitudes into the post-war period.. 

Anzac Day had been observed in the schools from 1916, though the precise 

date for co:nmemoration was not actually fixed for the first two years. 

Beginning in 1918, however, the April issue of the Schoo1.2_~~~na! 

included Anzac commemorative articles, and this became 

-----------
35. M_in'.:!i£3 of the Wel:tinr:ton Ed1::9_§:ti~]_oar~, vol, eleven (18 May 1921), 

p.~5. Wellington Education Board Offices, Wellington. Minutes of the 
Wellinf'tw Education Bog_rd hereafter citec1 as M'NEB. 
----~....,.__.,.•-------•--- r' • ---

36. School CO'.!'J"r.ittc-~,3s were therefore only required to find eight pounds 
for a flag pole. 

37. The introduction of these regulations is discussed bGlow, pp.111-112. 
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the pattern during the entire interwar period. 

As in the 1919 Syllabus, war commemoration a..-r1d patriotic sentiment 

were closely allied. Anzac Day soon became the major post-war expression 

of the Dominion's pride and grief. Schools throughout the country held 

special Anzac assemblies on the day immediately preceeding the national 

holiday. 38 There was a tendency for these assemblies to become some­

what lengthy, and it was not unusual for children in some districts to 

faint after standing in the sun for an hour or more listening to 

speeches and addresses. In addition to participation in the school 

assembly, many pupils also took part in dawn parades the following 

morning. In Auckland, selected pupils represented their schools at 

these parades and laid wreaths for the fallen. Some education boards 

and school committees required teachers to attend as a matter of duty. 

Despite the arduousness of complying with this requirement, there 

appear to have been few objections raised by teachers during the early 

1920s. 39 Like flag-saluting, Anzac Day parades and ceremo~ies were 

commonly regarded as being an important part of school life at this 

time. 

3. Continuance of Wartime Strain and Tension 

Although the deeds of imperial servicemen during the Great War 

were already becouQng sagas by the early 1920s, memories of the War 

itself were still too sharp to be solely confined to textbooks and 

38. The .Anzac Day Ast, 1920, made Anzac Day a public holiday of 
commemoration for the war dead.. 

39. The Auckland Headmasters' Association was one of' several teachers' 
organisations that played a major role in dawn parades in Auckland 
during the early 1920s. It helped prepare wreaths, and arrrn:1ged for 
represertat:i.ves from schools within the metro_poli tan area to be 
present at the wreath-laying ceremoriy. Siv1l.ficuntly, the Associ­
ation only be[;cU1 to question. the length of A."lzs.c Day scrvj_ces 3.nd 
the req_uirem9nt th2ot teacl1ers should attend dawn parndes from 
about 1930. (S0e below, p.215). • 



patriotic observances. Wartime strains and tensions continued to 

do'.ninate life in New Zealand durin~ the early post war period. In the 

schools, this state of affairs was most clearly typified by the 

continuance of hostility tovrn.rds Germany, and the persistence of 

resentment against teachers who had been military defaulters. 

a) Hostility towards Germani. As the Great War drew to a close, 

the desire for both justice and future safety inspired a mood of 

uncompromising firmness among the Allies. The Waikato Times summed up 

prev.s.:iling attitudes in New Zealand when it asserted, 11 we have seen 

exactly what Germany is, and the conviction is generQl that she must 
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40 
do adequate penance". Early post-war School Journals reflected widely 

felt hostility towards Germany. Although several articles which had 

appeared during the latter stages of the war indicated that Germany 

could expect a severe punishment, definitive School Journal reaction 

to the Armisti~e was delayed while the delegates debated at the Peace 

Conference. It was not until May 1919, barely a month before the Treaty 

of Versailles v1as formally concluded, that the School Journal somewhat 

belatedly featured 11 the Angel of Peace" on its front cover. 41 Along the 

base of the angel's pedestal ran the traditional words, "Peace on Earth, 

Good.will to Men". By contrast, the face of the angel appeared stern. 

It was an Allied angel possessing all the righteous wrath of the victors, 

and as such it was a rather inco~g~Jous beginning to an era already 

42 hailed as the dawn of huma'Yl brotherhood. 

40. WT, 9 October 1918. 

L~1 • SJ ·]3, part one, May 1919. This angel was similar to that featured 
on th8 near contemporary Victory Stai-nps, issuecl durit1g 1920. (Pim' s 
C a~a1s.:r;ue: TL9 S_tc:i_~,10~, of N £~_Ze 9,lans'!, 6th ed. [Auckland: Pim a:;_:;:a_-­
C omp8ny, 1~J:)5J, p.L~). 

1~2. '.rhe C ovenent of' the Lec:.gue of Nations hail been forr:ially approved. in 
Paris on 28 Apr:i.l 19-19. 



Although it is very doubtful whether the figure or its caption 

were intended to convey such stern feelings, they did foreshadow the 

tone ad.opted by several School Journal articles which appeared during 

the immediate post-war period. Again, this closely matched public 

opinion. During the latter stages of ·the war, New Zealanders had 

displayed an intense hatred for all things German. 43 After 1918, 

this was a habit that proved difficult to discard. In the short term, 
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at least, few New Zealanders were able either to forgive or to forget 

their wartime enemies. Uncompromising faith in Allied moral superiority 

boded ill for the vanquished. The School Journal reminded children that, 

"the Peace Conference was not only to make a peaceful world, but to 

decide upon Germany' s payment for the crimes she had col!lr:ii tted". 44 The 

restoration of territory conquered by the Germans was considered to be 

insufficient, given the unscrupulous nature of German actions in the 

past. Pressure for some form of II atonement" was strong. Germany was to 

pay heavily, because she among the Central Powers, was most responsible 

for the suffering of 1914-18. According to the School Joc1rnB1: 

..• no payment could wash her white in the eyes of the nations. 
She must suffer for her sins and try to repair the evil she has 
done, then perhaps, ai'ter years of endeavour, she might sta..vid 
once more a.J1ong the nations, repentant and purified. 45 

43. In the School Journal, as in contemporary New Zealand newspapers, 
hatred for the enemy nearly always mea"lt hatred for the Germans 
only. Austria was rarely mentioned, probably because the imperial 
forces had only rarely encountered Austrian troops and on these 
occasions few if any New Zealanders had been present. Turkey was 
mentioned only in connection with the Gallipoli campaign, and 
Turkish troops were termed, "stubborn fighters". 

J.iJ+. "The Armistice and the Peace Conference", SJ 13, part two (March 
1919): 6. 

45. Ibid. 
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Every single German was a "sinner", who had now to begin a long 

-
penance for the crime his nation had committed against mankind. Children 

undoubtedly found this concept relatively easy to understand, for it 

bore a close resemblance to the object lessons they were familiar with 

through moral instruction sessions. 

Even a long penance, it was believed, could not guarantee German 

good behaviour in the future. Germans were dangerous even in defeat. 

The Waikato Times pointed out to its readers that the German psychology 

was, " .•• a mixture of unrepentant arrogance and cringing flattery". 46 

In the circumstances it was hardly surprising that individual Germans 

were rather unflatteringly depicted. In March 1919 the School Journal 

published an account of the surrender of the U-boats at Scapa Flow, 

written by a young New Zealand woman who was working in Britain at the 

time. As one U-boat passed close to where the woman stood, she observed 

that, "forward of the conning tower the Hun crew viere standing, the 

dirtiest looking men I've ever seen - they might have been coal 

heavers". 47 Submarine duty in all navies at this time was arduous and 

above all, unavoidably dirty. To the watching woman, however, the 

comparison with "coal heavers" underlined her moral indignation with the 

way Germans had conducted the war. It is very unlikely that she would 

have made a similar outbu1°st concerning the appeara11ce of British sub-

mariners. In the case of the C-erff,ai'J.S, tho dirt, far from being a symbol 

of honest labour, had taken on a sinister, loathsome quality ·which only 

served to confirm wartime propaganda. 

1+6. wr, 9 October 1918, 

47. "The Surrender of the Germa_ri :B'leet and the Submarines", SJ 13, 
part two (March 1919): 211. 



Like Flashman, the arch-bully of Hughes' Tom Brown's Schooldays, 

the German nation had deliberately chosen the path of evil. Conse­

quently individual Germans deserved no pity. The Story of the British 

Nation praised British entry into the war as an "unselfish act", 

50 

designed to preserve Belgian neutrality against irrespo~sible German 

military might. The reasons for German expansion were viewed in terms 

of overpopulation. To relieve herself of such a terrible human burden, 

Germany had planned to crush France and Russia prior to seizing British 

colonies. That Germany faced such a predicament in the first place, 

was regarded as her own fault for, " •.• although she had overseas 

colonies of her own, they had hever been a success, for the Gem.ans 

never understood that the pror-er way to make prosperous colonies is 

to allow their people the privilege of governing themselves". 48 In 

addition, the Germans had demonstrated that they were unfit to be either 

colonists or civilised Europeans because they had destroyed, " cities,. 

and towns, and other works of civilisation". They were therefore 

4-9 barbarians, both by habit and by descent. 

These views were to remain unchanged in subsequent editions of 

?he Story of the British Nation. The second edition introduced little 

that was new, but the third edition added eleven new pages, covering 

the 1916 to 1921 period. 50 These described the closing events of the 

Great War in a tone that varied little from that adopted in the previous 

48. ~8-i22:Y. of the British Nation, 1st ed. 1 1916, p.258. A misprint 
in this ec.ition gave GerIT.any' s population as, "about 70,000 millions", 
truJy a nightmarish figure! The misprint was corrected in subsequent 
editions. 

49. Ibid.., p.256. A footnote claimed that both the Prussiws and. the 
Hungarians v,ere descended from the Huns v.ho had ravaged E11rope in 
late Roman times. 

50. 

5A 

I • 

The Sto:!:L__of' the 
and Tombs, "1922. 

Ibid.., p.230. 

British Nation, 3rd revised ed., A'J.ckland: WhitcorribC 
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editions. America's entry into the war was claimed to have brought 

to the war-weary Allies, 11 ••• both a moral and material strength that 

steadily increased as the struggle deepened". 51 The Treaty of Versailles 

was hailed as, " ... indeed stern reb;ibut;i.on for a colossal plot 

52 
against the world's freedom, cruelly and cunningly worked out". Such 

comments served to underline the hostility towards Germans which 

persisted into the early post-war period. 

b) Hostility towards Military Defaulters. Military defaulters 

during the early post-war period were also subjected to considerable 

hostility. During the Great War the Public Service Gazette carried monthly 

lists of those· who had refused to serve in the armec. forces. Even after the 

Armistice, military defaulters frequently found that society was not 

prepared to forgive or forget their actions. Their nrunes were circu-

lated around every government department and even reached the ears of 

private employers. Military defaulters who were also teachers were 

regarded with fear as well as hostility, because it was assumed that 

53 they would pass on pacifist views to the children in their charge. 

Dismissal from the teaching service, while serious enough for the 

military defaulter concerned, was often just the first step in a 

51. The Story of the British Nation, 3rd revised ed., p.280. 

52. Ibid., p.285. There was, however, a wnrning that if Germany was 
given too severe treatment her 11 fragile" new democracy might be 
weakenea .. Some inciication that Germany would. eve!1tually be welcomed 
back into the family of nations was provided by 1;1--.e statement that 
the League of Nations would attempt to, " ... me.int Gin the :promise 
of a new era of peace, goodwill and justice for all the countries 
of thee: world". (p.28). 

53. St:.ch fears were sti:nulat·3d r:y a /!rowing awarenesG of the teachers' 
great in:f'luenco on pupils. See below, Chapter Six passim. 
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process which led to the :i.solatio!l of the individual from the mainstream 

of national life. In 1917 R.O.Page was removed from his teaching post 

for refusing to serve in the armed forces. By early 1918 his case had 

been brought to the attention of the Canterbury University College 

authorities. Following a meeting of the Professorial Board, Page was 

banned from further attendance at lectures. In Page's case, the 

Professorial Board relented soon after the war. 54 Other teachers were 

not so fortunate, for educational authorities generally had long memories 

where the loyalty of teachers was co::icerned. Once teachers had been 

discovered to be deficient in patriotism, education boards were reluctant 

to re-employ them. Some teacherc found that their past actions cast a 

lo!lg shadow indeed. As late as 1941, C.W. Boswell, the Labour Member for 

BaY of Islands was able to recall the case of a teacher (unnamed), who 

had been dismissed from the service as a military defaulter during the 

Great War. This teacher had been imprisoned for two yeara until his 

release in 1918. For the next ten years he remained disenfranchised, and 

eQucatio!l boards refused to re-employ him until 1932. 55 

Even the slightest suspicion of disloyalty was enough to endanger 

a teacher's future career. A.W. Mayo, a mathematics teacher at Seddon 

Memorial Technical College, discovered to his cost that it was wise to 

refrain from expressing controversial opinio!ls. In April 1918 he was 

censured by the Auckland Education Board for remarks he had allegedly 

made concerning the conduct of the war. The Board at first decided to 

give Mayo a further chance after he had admitted his mistake and 

apologised. Then, quite unaccountably, the Board reversed its decision 

and forced Mayo's resignation. 56 

51-i-. W. J. Gard.."1er ~ E.T. Beardsley and T. E. , Carter, 8-..Jiif:!:_QE:L.._<2_f._tb.t2 
Uni versit;y of Ca.1terburv .i.._:l.§.--U-1973, \ Christchurch: University of 
Car1terbury, 1973), p.213. 

55. N~~~. vol. 260, 1941, p.61. 

56. Minutes of the_J~·~ckJy.r,.d Bduce.tion Boa:t'9;, vol. twenty ( 7 ::ieptcmbor 19~0), 
p.89, Auckland Institute and Mus:ium Library. Minutes of th~ At~.'.:;_}-:J rmd 
Ed\l,C~~ii2:i.J.'.:2ar~ here:1.fte r c:i. ted as MAE~. 
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Despite Mayo's protests the Board remained adamant. Only in 

September 1920, again for no apparent reason, did it set up a special 

coIPmi•ttee to consider the whole case. The five man co!i'JTiittee carefully 

re-examined the evidence against. Mayo, taking a full month to complete 

its report. The report justified the Board's original decision to 

retain Mayo after a stern warning had been issued, and went on to point 

out that the principal witness against him possessed a criminal record. 

The committee held that as Mayo had given adequate proof of his loyalty 

since being dismissed, he could saf'ely be entrusted with a position 

similar to that which he had originally held at Seddon. A full board 

meeting approved the committee's reco~mendations by eight votes to two 

and the case was considered closed. Although this had the effect of 

removing Mayo from any "blacklist", he was not reinstated to his old 

• t. 5 7 N • th th t b • t • t d b th B d pos:i.. :i..on. e:i.. er was e case o e so eas:i..ly erm:i..na e y e oar . 

Considerable public interest had been aroused and two patriotic organis­

ations in partic~lar, the Auckland Branch of the Returned Soldiers' 

Association, and the Auckland Squaa.ron of the League of Frontiersmen, 

had followed the case with increasing misgivings. Both organisations 

were incensed by the Board's apparent failure to take a firm sta.'l"ld over 

a clear case o~ disloyalty, and both sent letters to the Board protGsting 

t h d • M t t t t • • 58 T • agains t e ecis:i..on to allow ayo ore urn o each:i..ng. his time, 

however, the Board refused to re-open the case and Mayo was able to 

resume teaching unhampered by the past. Not all military defaulters 

57. Ibid., 5 October 1920, p.120. 

58. Ibid., 19 October 1920, p.136. 



were so lucky. 

,. , 
Resume 

The Great War continued to profoundly affect the teaching of 

patriotism after 1918. The primary school itself became a focal point 

for war commemoration activities. School libraries became repositories 

for war literature. War memorials were built in school grounds, inspired 

by local pride, and sustained by a government subsidy~ Reed's out­

standing success in selling Children's Story of the War to New Zealand 

schools during the early 1920s underlines the intense interest in both 

war commemoration, and in teaching the younger generation the lessons 

learned by the Empire in four years of bitter fighting. 

The Great War had also fostered an increased appreciation of 

education as a means of national development. Because the future citizen 

was envisaged as playing a vital role in his society, much attention was 

focused on citizenship training. The 1919 Syllabus featured a greatly 

increased history and civics section, much of it expressly designed to 

create patriotic and loyal individuals. As a support for the course 

suggested in the Syllabus, the Education Department encourar,ed the 

continuation of patriotic observa.>1ces such as weekly flag-saluting and 

Anzac Day assemblies, both of which had been initiated as wartime 

patriotic activities. 

Increased awareness concerning the role of school patriotic 

instruction, however, was also reflected in less institutionalised ways. 

The persistence of a wartime mentality in New Zealand society resulted. 

in the retention of attitudes inappropriate to the dawning of a peace­

time era. Germans were still regarded as crimi:>:1.als who could neither 
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be trusted nor pitied. School Journals and the history textbook, 

The Story of the British N 2-tion, strongly supported the com.cept of war­

guilt. Hatred and suspicion was also directed inwards, toward those 

who had been military defaulters in New Zealand. It was perhaps 

inevitable that, given both the residue of' public hatred and the 

increased awareness of the teacher's role as citizen-waker that existed 

after 1918, teachers who had refused to serve in the armed forces would 

suffer heavily. For a number of those unfortunate individuals the war 

continued to exert an unbidden influence on their careers for a long 

time to come. Despite this the Great War's major role in the develop­

ment of school patriotism was that of a catalyst. The nature of its 

future growth and impact were to be dependent on other, post-war factors. 
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CHAPI'ER TWO 

The Problems of Insecurity 

The degree of collective awareness fostered by a school system 

has often been dependent on how people conceive their nation's role in 

the world. D. Statt has carried out research with United States and 

Canadian children which indicates the existence of a strong causal 

relationship between national insecurity, and the patriotic values 

1 
taught by the school. Comparing samples of children from each country, 

Statt discovered that the United States children were far more familiar 

with the concept of "foreigner", than were their counterparts in Canada. 

The United States children also possessed a stronger sense of nationality. 

They thoughtof themselves as "Americans", and therefore as being different 

from children in other countries. 

Statt concluded that the most important factor accounting for the 

difference between United States and Canadian children wa.s the wa.y in 

2 
which they were educated. United States school children were exposed 

to a great number of symbols and rituals with a national significance. 

Their school programme included regular civics lessons and a daily flag 

dedication ceremony. 3 These activities were indicative of a sustained 

1. D. Statt, "National Identity in United States and Canadian Children", 
in Political Youth: Tradi tioncl Schools, ed., B. C. Massialas (Nevr 
Jersey: Prentice-Hall, 1972), pp.34-50. 

2. In selecting the United States and Canada, Statt attempted to minimise 
cultural difference as a contributing factor to differences between 
his samples. 

3. For f'urther discussion of contemporary United States school patriotic 
activities see, D. Hess and J.V. Tomey, The.Develo_Ilmf:nt of Political 
Attitudes :i7:_9.ltildrel'"l;, Chicago: University of Chicago Pr8ss, ~ 967. 
Som8 aspects of Hess and Tomey' s research are discussed below, 
pp .. 134-135. 



attempt to strengthen the child's concept of nationality, and as such 

they revealed much that was significant about United States society 

generally. 
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Although the United States and Canada shared a comr,on way of life, 

they had assu!I'.ed vastly differing world roles. At the time Statt wrote, 

the United States was preoccupied with containing Soviet influence 

around the globe. Canada on the other hand, while committed to western 

alliances, had asswr..ed no world role comparable to that of the United 

States. In order to maintain its position as a world power, the United 

States had to sustain a high degree of national purI'ose among its 

·t· 4 ci izens. At the same time continuous global rivalry bred feelings of 

insecurity in United States society. The high degree of national 

purpose and insecurity were together responsible for producing what Statt 

termed, "the national identity phenomena11 • 

Statt believed that such a phenomena would encourage a continuous 

effort on the part of schools, to inculcate future citizens with a high 

degree of patriotism. He suggested that United States schools did this 

through utilising emotional rhetoric, and that consequently the relation­

ship between school and pupils was "symbolic" rather than "f'unctional"; 

"geocentric" rather than "heliocentric". This latter aspect was rein­

forced by educe.tion authorities and occasionally government agencies, 

which, where necessary, took active steps to discourage or repress 

dissidents envisaged as posing a threat to the maintenance of patriotic 

5 
zeal. 

l+. Statt, p.1+8. 

5. Ibid., p. 37. 
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Statt carried out his investigations during a time of intense 

political and social conflict in the United States, and so his findings 

must be treated with soree caution. No di~ect comparisons between the 

New Zealand situation during the 1920s and the United States situation 

during the 1960s possible. Nevertheless, despite the necessity for 

caution, Statt's findings do indicate a number of avenues which justify 

further consideration, the most important of which is his discovery of 

a strong relationship between the level of insecurity present in a 

highly mobilised society, and the utilisation of an education system 

to maintain a high degree of public commitment to professed national 

ideals. A relationship between the insecurity of New Zealand society 

during the early 1920s, and the high level of attention devoted to 

patriotic education cen be demonstrated which supports Statt's general 

conclusions. After 1918 insecurity in New Zealand society stemmed from 

two major causes. The first was the fear of attack from an overcrowded 

Asia, which had persisted ever since the nineteenth century. 'l'he second 

was the revival of Great Power naval rivalry in the Pacific immediately 

after the Great War. Each of these were to have important consequences 

for the teaching of patriotism in New Zealand primary schools. 

1. Fear of Asia 

In 1905 the former New Zealand Premier., Sir Robe.rf 

Stout claimed that the Japanese victory ov:er the Russians would prove 

to be instructive for Australasians because " ... we cannot ::i_magine in 

view of Japan's successes that between four and five hundred 

millions of people will frontinue to] subrr:it to ... the white races". 6 

Stout was convinced that in the relatively near future there would be a 

joint Sino-Japanese dem211d for territory in the nearly empty British 

6. N~,!! (Supplement), 1 July 1905. Cited by Gordon, p.2h .. Obviously Stout 
was including China as well as J e.pan in his figure of' " ... between 
four a.>1d five hundred millions " 
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P ·r· 1 • 7 ac:i..· :i. c co on:i..e s. Although few New Zealanders were as precise as this 

in explaining the reasons for their unease, vague fears regarding Asia 

continued to exist even following the Great War; a war in which both 

Japan and China had been, at least nominally, Allied Powers. 

These fears were strong enou6h to temper New Zealand's 

outlook on the world during the early post-war period. What Wood has 

termed, 11 ••• the slow decay of the sense of security", strengthened 

loyalty to Britain. 8 Britain provided New Zealand with markets for its 

agricultural produce, with suitable migrants to swell her white population 

and, most important, with naval protection. It therefore behoved New 

Zealanders to do all they could to keep the links between Dominion. a.YJ.c. 

Mother-Country strong. Dependence on Britain fostered public scepticism 

and even hostility to the newly formed League of Nations, because that 

organisation's internationalist claims appeared to undermine British 

strength and therefore New Zealand's security. Recognition of the Royal 

Navy's enormous and increasingly burdensome task of defending a far-flun.g 

Empire led to calls for a still greater appreciation of the need for a 

continuous naval construction programme among the New Zealand public at 

large. 

a) Preserving the Imperial Connection. After 1918 the growing 

freedom of action possessed by the DorrQnions was established first, by 

their status as separate signatories to tho Treaty of Versailles, and 

then by their membership of the League of Nations General Assembly. A 

substantial number of New Zealanders, however, believed that these 

developments would result in a dangerous loosening of imperial bonds, 

-------·------
7, Gordon, p.25. 

e. Wooa., p. 77. 



to the ultimate detriment of security. In May 1921, an editorial in 

the New Zealand Herald claimed that: 
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We [Australia ancl New Zealand] are outposts of Western Civilisation 
on the shores of Asia. That we can face our national futures 
cheerfully and hopefully is due to the fact that Y,e are members of 
the greatest group of kindred peoples in the world. If we fail to 
play our part in this group and break away from it, we shall add 
political isolation to geographic isol9.tion. Our five or six 
million people will be as a feather in the winds of world forces 
which we are unable to control. Not that our isolation would be 
likely to last long; we would come to an anchorage soon enough as 
a political appendage of Asia. 9 

These fears were openly shared by the New Zealand Government. A 

month after the appearance of the Herald editorial, the Imperial 

Conference opened in London. While the Canadia~ and Australian Prime 

Ministers lost no time in acclaiming the new constitutional positions 

of the Dominions, Masfey emphasised the unity of the Empire, and warned 

that in the event of war, such independence could result in any one of 

the Dominions from refr.s.ining, 11 ••• from taking part or assistir.g the 

10 
Empire in any way". 

New Zealand's reluctance to accept full nationhood was also readily 

apparent in her primarJ schools. The 1919 Syllabus in History recommended 

that teachers outline the role of the British peoples as protectors ot' 

native countries, and survey their future imperial destiny. 11 School 

Journals during the early post-war years made frequent and pointed 

references to the special relationship that existed between the white 

Dominions, and the Mother-Country. Parr was especially eager 

9. NZH, 20 May 1921. The Herald's editorial was somewhat loosely based 
on the arguments of the British historian, H. Duncax1-Hall. (See H. 
Du:1can-Hall, 'l'he BTi t ish C omrn_£nwca1th of Nat ions (London: Methuen, 
'! 920), p. '138. 

10. A.D. Ellis, Australia and the League of Nations (London: Macmillan, 
'1 922), pp. 57-58:·--

i 1. 1919 Syllabus, p.81. 



that young New Zealanders should come to appreciate the value of the 

imperial connection. In June 1921, while the Imperial Conference was still 

in session, Parr wrote a special article for the School Journal 

describing how Britain, Australia and New Zealand were closely bound 

together by a corrucon language, common ideals and an Anglo-Saxon love 

12 
of the sea. He foresaw no necessity for legal ties between Dominions 

and Mother-Country, because these might restrict the freedom of action 

possessed by each Dominion. Instead he stressed that New Zealanders 

could make their own laws, secure in the knowledge that, " ... the 

parliament and people of Britain [could] not hinder Ghem]in any way11 •
13 

A School Journal article in May 1923 outlined the obligations of 

New Zealand's Dominion status. Freedom was described as carrying its 

own burden of responsibility. New Zealand was a small, underpopulated 

and isolated portion of the Empire, and its defence cculd only be assured 

through the power of the Royal Navy. As this power was costly to maintain 

New Zealand was morally oblig:e.d to take up some share of the imperial 

burden. The Dominion, claimed the article, could provide practical 

help by supplying food to the Mother-Country, and by p~oviding a new 

homeland for the surplus British population. 14 

An article entitled, "The British E:npire Exhibition" explai_ned the 

value of immigration to the security of New Zealand. The Dominion had 

to face the facts of Pacific geography. She was remote from Europe and 

lay close to a turbulent, overcrowded and unpredictable Asia. China, 

12. C.J. Parr, "The British Empire", SJ 15, part two (Ju..YJ.e 1921):18. 

13. Ibid., p.72. See Massey's claim that New Zealand had," ... the right 
to ma~e its ow:i. laws and manage its owu affairs, but it had no right 
... to interfere with the welfare of the Empire itself". (rzP~, vol.190_, 
·1921,p.168). 

14. 11 '1.'he Value of Empire 11 , SJ 17, part two,(May 1923):54-57. No author 
cited, but the tone of the article suggests that the author was Parr. 
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it was pointed o'..lt, had the world's largest population. 'l'he Japanese 

possessed a navy nearly equal in size to that of Britain. Each of these 

nations constituted a potential threat to New Zealand's security. The 

article argued that the country's best means of defence against Asia~ 

aggression in the future was to encourage closer settlement by British 

migrants. Colonists of British stock were regarded as being the most 

suitable., because they came from a similar cultural . background. As 

the Dominion's future development and security were at stake, the 

utmost care had to be exercised in the selection of migrants. Here the 

article stressed that while New ZealaDd did not actually exclude any 

races from entering the country, preference was given to people " ... 

of her own kith and kin" •15 

Massey himself displayed a keen interest in keeping children aware 

of the imperial connection a..>1d its advantages for New Zealand. In 1920 

he was able to persuade the new Governor-General, Lord Jellicoe, to 

compose a short Empire Day letter to primary school children suitable 

for inclusion in the School Journai. 16 The experiment was a success 

'and similar letters, complete with J ellicoe' s signature, appeared in 

Empire Day issues of the School Journal for a number of years. Given 

the close interest of both the Prime Minister and the Minister of 

Education, it is hardly surprising that the Education Departi.aent saw 

fit to issue detailed instructions concerning the observance of Empire 

Day, and suggestions on the procedure to be adopted for school Empire 

Day assembJ.ies were sent to the education boards, whcJ duly· forwarded 

them to the schools. 

15. "The British Empire Exhibi tion11 , .2,,I 17, part three (May 192.3): 116. 
'l'his clai1n was not strictly accurate. A system of' selective immigra­
-c:ion war, enforced by the Immigration Restrictions Act, 1920. 'l'his Act 
was specif'icall.y nimod at Chinese immigration, a,_--id its provisions 
were extended in ·1926 when the Im'Tligratio!'l Department was i,rntructea 
to :issuo no further permits to Chinese s,3e,king pcrmcl!lent resLcltmc:,:c 
in New Zealand. 

16. Massey to Jcllico0:. 9 Apt'il ·1923. E19/}~/3. E.Dr. 
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The suggested ceremonies were noteworthy for their elaborateness. 

In 1923, for instance, schools were requested to assemble their children 

on the morning of Empire Day in order to " ... carry out a progra·nrne 

consisting of lessons in history and geography, addresses, readings, 

recitations and songs of an imperial and patriotic nature". A prominent 

part of the proceedings was to be occupied by ". the singing of the 

National Anthem and the saluting of the flag ... 1117 While schools were 

not obliged to adopt these particular suggestions, most conducted 

ceremonies of a broadly similar nature. 18 In 1923 the Empire Day 

Movement, a British based o:rgan;i.sation which aimed at fostering greater 

public awareness of Empire Day, wrote to the New Zealand Education 

Department asking what provisions were made for Empire Day observance in 

the schools. In answer, the Department merely forwarded a statistical 

return containing the name of every public school in the Dominion, claiming 

that: 

as far as the Department is aware. the da,:,r was observed in a 
suitable mai-mer. Special lesso!ls were taken in various subjects, 
pro!llinence was given to the need for all parts of the Empire to 
form a united brotherhood linked together by the bond of loyalty 
to the Motherlan::1. Suitable songs were Silllg, and in most sc}1ools 
a patriotic ceremo!ly was arranged for. 19 

Imperial unity was also the theme displayed on the Empire Day Medal 

which was struck in 1926, and subsequently issued to every school pupil 

in the Dominion. The face of the medal featured an engraved portrait 

of' the Prince of Wales, but it was the reverse side that was the most 

17. "Empire Day, 24 May", a memorandum sent by the Education Department 
to all education boards, dated 16 April 1923. E/19/33/3, :EDF. 

18. The Department was, however, extremely firm on the question of 5ates 
as far as observances of an imperial or patriotic nature were 
co!lcerned. When Mrs L.M. Harper asked the Department for permission 
to hold the Kine.' s Birthday holiday a day enrl:ier in her sc:.hool. she 
was reminded that days of 11 ••• historic or nntio!lal imporLa.c,ce ~re 
expected to be observed m1 the day on whtch they fall 11 ,(W.,J.Chadge, 
for the Direc;tor of' Education, to Mrs L.M. HarpGr, 15 °Niay 1319, 
E/19/3.3/3, ED£). 

-19, A. Bell, for the f\irector of Education to A,ll., v'Tc..Jlac0, Chai1·ina..11, 
L' • D JV" i L ' " • Ti' ·, I 9 r ~ l? /1 °/ Z, 3 ;' -~ ;;•- ··,, .c,rnp:r.re ny 1ovcw,::m;, on a.on, ,__ 1 ~' e,,ruar.y - L.), .,., .1 --· , ~>, ~1_. 
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significant. In a scene pregnant with imperial symbolism, the "Bridge 

of Empire" held pride of place. The bridge was built on the figures of 

Peace and Prosperity, who in turn owed their existence to continued 

cooperation between Dominions and Mother-Country. The Lamps of Justice 

and Freedom were depicted as guiding the path of the loyal citizen 

across the bridge, while in the harbour beyond, a ship " ..• typical of 

the Empire's sea-borne trade" was discernible setting sail for the 

distant horizons of Empire " .•. upon which the sun never set". 20 Such 

was the imperial connection; a b0nd that the school system helped to 

reinforce in the minds of New Zealand children during the early post­

war period. 

b) Early Doubts over Internationalism. E.F.. Jenkin has claimed 

that New Zealanders generally regarded the League of Nations with 

caution throughout most of the 1920s, first, because they remained 

deeply conscious of their British heritage and second, because they 

feared that the League's internationalist claims would weaken imperial 

·t 21 secur:i. y. Massey in particular, believed that the British Empire 

would prove to be a far more durable organisation than the League, and 

he did not hesitate to make his view widely lmown: 

I hope no effort will be spared to strengthen the other League 
of Nations, the British Empire. We must recognise that each of 
the British nations is growing steadily in population and 
influence, and I believe that the day will come when humanity 
will look to the League of British nations to keep the peace of 
the world. 'l'he League planned at the Peace Conference may not 
succeed, but the League of which I have spoken will succeed. 22 

20. "The Empire Day Medal", E19/33/3. EDF. An undated unsigned memo­
randum, but almost certainly v1ri tten by Parr in 1926. 

21. E,F. Jenkin, "New Zealand and the Leagu,3 of Nations, 1914-1934-", 
(M.A. dissertation, Auckland Unive1·sity CollegEi, 1950), pp.2·1-22. 

22. NZH, 26 February 1920. Cited by Jenkin, p.5. 



Francis Dillon Bell, later to become President of the League of 

Nations Union, has recorded that Massey thought the League a useless 

. t 23 exper:i.men . There is some evidence to suggest that Massey came to 
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regard the League not merely as useless, but dangerous because it 

encouraged complacency in defence matters. After being informed of the 

British Labour Government's decision to delay the construction of the 

Singapore naval base on the grounds that the League now existed to 

prevent future wars, Massey gloomily observed that it might turn out 

to be a pity that the League had ever been invented if the defence of 

the Empire was to be left to it alone. 24 In Parliament, he even went 

so far as to state that he would withdraw the DoCTinion from the League 

altogether if continuing membership, " ... meant weakening the 

connection between New Zealavid and the United Kingdom". 25 

Vfuile not all Massey's colleagues shared his views on the dangers 

of League membership, many were sceptical of the League's chances for 

success. R . .A. Wright, who was later to become Minister of Education 

in the Coates Administration, expressed his doubts about the cost-

ff t • f L t • • t. • 26 E N e ec :i.veness o eague ac :i.v:i. :i.es on numerous occas1.ons. ven ew 

Zealand's delegate to the League of Nations, Sir James Allen, apparently 

had limited faith in the international cooperation advocated at its 

23. Jenkin, p.23 

24. Cited by A.P. Thomton, The Imperial Idea and its Enemies, (London: 
Mae;millan, 1959), p.195. 

25. NZPD, vol.170, 1921, p.169. 

26, 3ven in 1930, Wright was advocating that the efforts of the League 
would be better utilised in, " .. ,. the education of the peoples of 
more bellicose nations ... rather than on those of the British 
people on whom so much time seem [ea] to be spent". (NZPD, vol.225, 
1930, p.532). 



Geneva heedquarters. 27 As late as 1929 Willis Airey was able to claim 

with some truth that New Zealand had 11.ot, " ... either officially or in 

popular thought ... shown much enthusiasm for the League". 28 
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Particularly during the early 1920s, the general lack of' enthusiasm 

for internationalism severely hampered the work of the League and its 

agencies in the primary schools. The 1919 Syllabus had been conceived 

before the League was founded, and consequently provided little real 

guide for teachers on how to approach the subject. The Department 

remained reluctant to extend or modify the existing history and civics 

section because in its view the teaching of internationalism was 

largely the preserve of the high schools. 29 Behind this justification, 

however, lay the belief that internationalism had not yet proved itself 

of sufficient worth to warrant a more definite place in what was an 

already overcrowded curriculum. This is amply demonstrated by the 

Department's attitude towards the teaching of Esperanto in schools, which 

the League of Nations regarded as a vital means of fostering international 

under~tanding. 30 In S~ptember 1921, the League of Nations Assembly 

called upon each member state to forward a report on the progress of 

Esperanto teaching. As Prime Minister, Massey received a formal request 

for this information in January 1922, and he immediately passed the 

matter on to Caughley. Although Caughley had somewhat more sympathy with 

27. Allen was particularly critical of rJ_s::rng Secretariat expenses, and 
on several occasions sugge steel that the number of staff should be cut. 
For a more detailed discussion of the attitudes of successive New 
Zealand delegates to Geneva, see Jenkin pp.26-50. 

28. W. Airey~ Onward: A Study of tbe League of Natio~s, (Wellington: L.M. 
Isitt Ltd., 1929), p.102. 

29. A view ecboed ty the education boards whenever they were approached 
by the League of Nations Uni on. 

30. Es1,eranto had created limited interest since its publication in 1887, 
but the League of Nations was mainly responsible for the upsur;e in 
enthusiasm for the language during the 1920s. 
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the aims of Esperanto than did Massey, his reply was hardly encouraging. 

As far as he was aware, " ... Esperanto [was] not taught in any of the 

public educational institutions of [the] Dominion and ... up to the 

present, no steps had been taken to introduce it as a subject of the 

curriculum". 31 

Further correspondence between the Department and the League of 

Nations produced similar general expressions of sympathy from the 

Department, but no specific commitment either to train Esperanto 

instructors or to introduce courses in the language. Again, the 

principal reason behind Departmental reluctance was that no Director 

of Education really believed that Esperanto could justifiably be 

included in a curriculum that was widely considered to have too ma~y 

subjects already. Thus, when the Dunedin Esperanto Club asked the 

Department to consider the introduction of Esperanto in schools, it was 

informed that the Department could not agree to the proposal, because 

of the " ... wide variety of subjects (;1ready] in the curriculum". 32 

Quite apart from the difficulties associated with introducing an 

entirely new subject, the Department considered that, despite the claims 

of the League of Nations to the contrary, Esperanto lacked real 

relevance for New Zealand children. 33 The ideals behind th6 creation 

of international understanding were to be admired, but the goal still 

31. Caughley to Inazo Nilob&, Under Secretary of the League of Nations, 
8 September 1922, E29/18-248, EDF. 

32. Parr to Mary McCuthy, Secretary, Dunedin Esperanto Club, 16 December 
1924, E29/18-248, EDF. 

33. Once they had ascertained the Department's position, advocates of 
Esperanto teaching attempted other lines of persuasion. In March 1923 
for instance, :B'.L. Tocker of Aria School, Auckland, advised the 
Department that the study of Esperanto might, 11 ••• well hold to 
direct the explorer through the shoals and quicksands of English 
G-rammar ... " 'rhe Department, howev0r, was more impressed with the 
possibilities of French as a means of enriching the study of 
Enc;lis11. (F.L. 'focker to Education Gazette, 20 March 1923). 



appeared unobtainable. Instructing children in the basic principles 

of good citizenship was one thing; teaching thorn to think of the world 

as one brotherhood. was quite another. This was to remain the Depart­

ment's attitude whenever the question of Esperanto was raised. 

Like the Department, education boards for the most part remained 

unconvinceJ by internationalist arguments. While the boards were not 

directly involved. with the question of Esperanto teaching, they were 

instrumental in deciding upon the terms under which a privately funded 

organisation could enter the schools under their jurisdiction. Most 

boards, particularly during the early 1920s, displayed a singular 

reluctance in granting entry rights to internationalist organisations. 

The LeagtB of Nations Union, for instance, was only rarely admitted to 

schools during working hours, a situation which contrasted unfavourably 

with the comparative liberty often accorded to the Navy League during 

this period. 34 

Internationalist organisations were apt to be regarded with great 

suspicion especially if they possessed pacifist leanings. The National 

Peace Council discovered that its earlier opposition to the British 

Declaration of War in August 1914 had created a long standing residue 
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of resentment which now extended to all the principles it claimed to 

represent. In September 1921 the Canterbury Education Board turned down 

a National Peace Council application which sought permission for its 

representatives to enter schools on the grounds that while the Board 

was " ... earnestly desirous that the endeavours of the League of Nations 

may bring ... peace within measurable distance, the propaganda of a body 

that at a tirr..e of imminent peril took up the attitude of benevolent, 

but nevertheless dongerous neutrality, which, had it been shared by the 

34-. See eqiec:ially, ~~B. vol. eleven and twelve passim. 



the majority of the people, would have spelt disaster f'or the British 

Empire ... ", could not be permitted under any circumstances. 35 

As late as 1926 the National Peace Council was still encountering 

considerable hostility from local education authorities. In May 1926, 

the Council sent circulars to every school committee in the country, 

outlining the principles behind the League of Nations, and claiming 

that New Zealand's system of compulsory military training was inconsist­

ent with her League membership. According to the Maoriland Worker, 

one reply received by the Council warned: 

If the conditions of the country do not suit you and your mob¾ 
get out as fast as you can. Russia is the place for such [llij 
as you. The only way to keep peace in this world is to be 
armed to the teeth where ~ you will find it in Russia to 
your heart's content. 36 

Those who supported the League of Nations and its policy cf 

international disarmament were likely to be accused of ignoring strategic 

realities. In 1920 Peter Fraser, the Labour Mer,,ber for Wellington 

Central, claimed that the education system was deliberately inculcating 

racial hatred. He was immediately taken to task by R.A. Wright who 

warned him of the dangers which still lurked beyond New Zealand's shores: 

•.. if' a foreig!l natio!1 were anxious to send to this country 
thousands and thousands of people who were regarded as 
undesirable, and whom we thought would bring down our 
sta..YJ.dard of living, we would be compelled to use f'oroe. It 
would be useless talking to these peopl8 about brotherly 
love. They would simply laugh at us. 37 

.36. Maoriland Worker (Wellington), 28 July 1926. Maoriland Worker 
hereafter cited as MW. It was not until the early -1930s that 
organisations sympathetic to League of Nations ideals were able 
to gain better entry rights to schools as a result of changing 
public attitudes. See below, P:2, 224-229. • 

37. NZPD, vol. 189, 1920, p.585. 



The inculcation of patriotism was therefore co~sidered to be more 

important than internationalist teaching. According to Strong the main 

aim of patriotism was to " ... prepare citizens to defend their homes 

d th h f th t E , t 11 38 an e ome~ o o er people wi hin the mpire aga:i.ns aigressors. 

It was more than probable that in this context "other people" meant 
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those of British descent, for during the early 1920s even other races 

within the Ern1J:j_l"G were sometimes seen as posing a cultural threat. In 

1921 an Indian teacher applied to the Auckland Education Board for 

permission to seek vacancies in primary schools within its jurisdiction. 

The Board, however, refused to entertain the idea, and its stand was 

supported by the New Zealand Herald: 

If education were a matter merely of arithmetic, reading, writing 
or other variety of mental gymnastics, Hindus would be acceptable 
and might be highly qualified instructors; but at all events, it 
touches citizenship, it conveys the essence of European civil­
isation, it stimulates pride of race and sets a standard of 
national honour. 39 

Such a pervasive concern with security in both a military and 

cultural sense, militated against attempts to strengthen international 

understanding among New Zealand children. 

2. The Resumption of Great Power Naval Rivalry 

The second major cause of insecurity in New Zealand stemmed from 

the resumption of Great Power naval rivalry after 1918. During the 

latter stages of the Great War the United States and Japan, their naval 

architects unfettered by the urgent need to produce proven designs 

quickly, continued to develop battleships protected by improved armour 

ana. mounting new large calibre guns. In contrast, Brib-.d_n had been 

38. 'i'.B. Strong, "The Inculcation of Patriotisrn11 , p.2. 

39. NZH, 7 April 1921 . 
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obliged since 1914 to put aside plans for new and superior battleships 

40 
in favour of emergency build:ine programmes utilising pre-war technology. 

As a result of the War, the technological lead in battleship design 

and construction passed to Britain's rivals who, thanks to the intro­

duction of major capital shipping building programmes, were soon on the 

verge of seizing quantitative as well as qualitative superiority. With 

the removal of the German battle fleet from the front rank of maritime 

powers, the United States Navy became the Royal Navy's most powerful 

rival. By December 1919 the United States government had authorised 

the completion of two further battleships, one battle cruiser and 

twenty-five smaller vessels. Although the General Board of the United 

States Navy considered this programme hopelessly inadequate, the 

41 
Admiralty became thoroughly alarmed. The First Lord of the Admiralty, 

Viscount Long, warned the British government that America planned to 

build a navy second to no.ne: claiming that " the only navy for 

which we need have regard •.. is the navy of the United States". 42 

40. The advantages that British war cornmi tments gave to the United States 
and Japan can be clearly demonstrated. Both the latter powers were 
able to limit their battleship classes to one or two ships, using 
each successive class as a basis upon which to develop superior 
vessels. United States battleship design proceeded logically through 
New York and Texas (corr,pleted 1914); Nevada and Oklahoma (early 1916); 
New Mexico and MississipJ& (1918). Japc..n completed Fuso and Yrunashiro 
(1915-~,7) followed by l::h:ur;a and Ise (1917-18). Britain~ unable to 
afford this luxury of experimentation, was forced to concentrate on 
the production of The Queen Elizabeth Class and the Revenge Class, 
none of which were comparable to the later United States and Jap8nese 
designs. (See S. Breyer, Battleships and Battlecruiser~1905-,1270, 

London: MacDcnald and Janes, 1975, pp.62-63, 139-154, 217-232, 
343-350). 

41. S. Roskill, Naval Policy Between the Wars, vol.1 (London: ColJins, 
1968), p.213. 

42, Ibid., p.214. 



lfie ne'vt/ .f,rd: Sea Lord. Adni;ral ll,e &rl Bea.tty, urged a.ri immediate resumption 

of' capital ship ccnstructior.., and Anglo-American relations a.eteriorated 

rapidly during 1920, amidst mutual recriminations. 
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The grov,i;h of' the Japanese f'leet was rather slower in attracting 

British attention, because the Anglo-Japanese Naval Alliance was still 

theoretically in f'orce. Like the United States, however, Japan had 

steadily expanded her navy until by the end of' the Great War, it ranked 

third in the world. Not content with this position the Japanese 

re-doubled their ef'f'orts, and in 1920 the Diet approved a vast naval 

construction programme aimed at providing the fleet with 27 capital 

ships by 1927. 43 Predictably, Japanese plans led to hasty revision 

of' building programmes in both Britain and the United States. By late 

1920, a f'everish three-sided arms race was in progress with each 

nation seeking to produce battleship desiv-is offering the best possible 

combination of' speed, striking pov,;er and armoured protection. 

New Zealanders observed the growth of naval rivalry between the 

three one-time Allies with increasing unease. The more the Roya1 Navy' s 

overall margin of superiority dwindled, the greater was the likelihood. 

that Britain would economise in the Pacif'ic. When Lord Jellicoe visited 

New Zealand in August 1919, he discovered that " ..• in this distant 

Dominion they are keenly alive to the :i.mportmce to their existence 

of' a powerf'ul and ef'f'icient British Navy, and are particularly anxious 

to see a Far Eastern Fleet developed as soon as possilile". 44 The 

1+3. Toid., p.222. This was the so-called 8/8 Plan, which envisaged. 
eiEht battleships and eight battlecruisers of post-war 
construction. 

44. Rosk:i.11, p. 28.3. 



intensification of the naval race over the next ten months increased 

this desire. At the 1921 Imperial Conference, Massey again stressed 

that New Zealand's security ultimately depended upon the maintenance 
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of a strong British fleet in Pacific waters. Massey was far from happy 

with the British Government's abandonment of the Two-Power Standard, 45 

and undoubtedly dwindling hopes of obtaining eny substantial Royal 

Navy commitment in the Pa.cif'ic was an important £'actor in his support 

f'or a renev,al of' the long-standing Anglo-Japanese Alliance. While the 

Canadian and South Af'rican Prime Ministers wished to avoid antagonising 

the United States, Massey argued that if' the Alliance was not renewed 

the Empire ran the risk of turning a " ... loyal friend into a very 

dangerous opponent". 46 

To Massey's annoyance, the British Government was inclined to 

favour the Canadian view. Firm agreement on naval matters, howeve::r, 

was to be deferred. On 10 July, while the Conf'erence was still in 

session, President Harding announced that the United States would issue 

invitations to the principal naval powers to participate in a conference 

'at Washington with the object of limiting naval armaments and reacting 

a common understanding over Pacific and Far East policy. 47 

45. Adopted in 1889, the Two-Power Standard was designed to ensure that 
the strength of' the Roy al Navy was equal to the combined strength 
of any two foreign navies. This policy underwent substantial modi­
fication even before the Great War, but was officially ab2ndoned 
at the 1921 Imperial Conference in f'avour of the 0ne'."Power Standard, 
which fixed. the strength of the Royal Navy as at least equal to that 
of' any other single power ( See Roskill, p.21). 

46. Cited by Gordon, p.52. Gordon has pointed out the discrepancy between 
New Zealand's official positio!1 of friendliness 'towards Japan, and 
the distrust of Japanese ~ntentions amongst the public at large. 

47. Roskill, p.298. 



74 

Massey :returned to New Zealand anxious lest the British Government, 

in its desire to reach an agreement, would sacrifice too much at the 

Conference. 48 Something of this anxiety crept into an article he wrote 

for the School Journal, ostensibly about the Imperial Conference, but 

more probably an expression of his own fears for the future. The article 

described how, in the interests of peace, Britain had :refrained from 

building new warships after 1918. Unfortunately, far from following the 

British example, the United States and Japan had " been spending 

large sums of money on new battleships and [were] threatening our 

supremacy". 49 Massey wrote that while he was looking forward to the 

forthcoming Washington C onfe:rence, he did so with great trepidation 

because of the limits it might impose on British seapower. He argued 

that although Britain shared some :responsibility to reduce rivalry at 

sea, the vulnerability of imperial trade routes made it imperative 

that Britain possess the largest navy in the world. 50 

48. In August the Geddes Committee met in London, charged with reducing 
Government. expenditure. The Naval budget was to be a prime target, 
and· poss,bfy _ Massey suspected that this might force Britain into 
accepting an agreement detrimental to imperial interests. 

49. W.F. Massey, "The Imperial Conference", SJ 13, part three (February 
1922): 17. In July 1921 the United States completed MarylMd 
(33,590 tons, 8-16" guns}, and had launched her sister ship Colorado. 
In addition she had begun work on six South Dakota Class battleships 
(47,000 tons, 12-16" guns), and six Lexindon Class battlecruisers 
(42,000 tons, 10-14" guns). The Japanese N,::,:ato (34,116 tons,8-16" guns) 
had been completed in H ovembe:r 1920, and her sister ship Mutsu was due 
for completion in October 1921. Like the United States, Japan had also 
laid dovm capital ships of even greater dimensions, including four 
Arna~ Class battlecruisers (47,000 tons, 10-16 11 guns), and two Tosa 
~ss battleships (44,200 tons, 10-16" guns). Against these formidable 
vessels Britain had only one capital ship of partly post-war ccn 0 truct­
ion, the battlecruiser Hood (lfl+, 700 tons, 8-15" guns), and even she 
had been launched during the war. B:ri tain' s reply to the late st United 
States and J o.p1mese consb.·uction was the so-called Super-Hood Class, 
but work on these only began in October 1921. ( See Breyer, pp. -168-
174-, 227-240, 3lt-6-356). 

5o. Ibid. 



This latter argument was frequently used by the Navy League, as 

it strove to keep the New Zealand public aware of naval issues. Much 
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of the Navy League's work was undertaken in the schools and in 1919 the 

51 
organisation enrolled 10,000 school pupils as honorary members. On 

3pe cia1 patriotic occasions such as Empire Day and Trafalgar Day, its 

speakers addressed school assemblies on the navy's role in imperial 

defence. The Navy League's task in the schools was greatly facilitated 

by the goodwill of education boards and school cow.mittees. Both the 

Auckland and Wellington Education Boards gave annual permission for 

N?.,vy League speakers to visit schools under their jurisdiction, subject 

to the approv&l of individual school committees. During the early post­

war period education board permission was virtually automatic, and 

there was little questioning of the Navy League's right to instruct 

children during school hours. 

School committee permission was similarly assured. On one notable 

occasion, however, the Navy League encountered bitter local opposition 

to its school visits. In October 1921 it made a routine request to the 

Auckland City Schools' Committee for permission to enter Napier Street 

School, Nelson Street School and Beresford Street School only to meet 

with a point blank ref'usal. According to the committee, the presence of 

the Navy League speakers in these schools on past patriotic occasions 

had encouraged " ... the fostering of the military spirit" among children. 

In consequence, the oo:nmittee had decided to refu::e any future Navy 

League applications for entry into its schools, and to deny the usE: of 

51. National Education, 1919,p.72. The Navy League encouraged children 
to become membr,?.rs by distributing SJJecial badges to those had ncwlv 
joined and through the presentation of a Union Jack to every V 

school which enrolled one hundred members, A short descript:Lon of 
Navy League activit::.es written by the Secretary of' the Navy Leo.rue 
appeared uncler the title, "Navy Ler:.gue Notes" in each monthlv " 
issue of N 3.tionn1 Edue2-Jion. • 
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Committee facilities during the forthcoming Trafalgar Day ege collection 

on the grounds that this v:as merely intended as a means of supplementing 

Navy League funds. 52 

Navy League spokesmen were outraged. The committee's decision 

received much unfavourable publicity, and provoked a particularly 

indignant editorial from the New Zealand Herald. Legally, the Herald 

admitted, the comrr_ittee was within its rights to refuse the Navy League 

application if it so desired. The paper went on to point out, however, 

that this was the first occasion in which a school committee had taken 

such a stand and hinted that changes in the present law were urgently 

required to forestall similar incidents in the future. 53 

The Herald need not have worried. Within days of the incident first 

reaching the press formidable pressures were being brought to bear on 

the recalcitrant committee. The Auckland Education Board publicly 

expressed its dissatisfaction with the decision, and informed the 

Education Department. Massey himself learned of the whole incident 

through Parr. A week after the Herald's editorial, Massey personally 

y.rrote to the Auckland City Schools' Committee expressing his support 

and admiraticn for the Navy League's work among young people. Faced 

with pressure of this magnitude the committee backed down and permitted 

Navy League speakers to address the children in all three of its 

schools on Trafalgar Day, as the League had originally requested.54 

Because it enjoyed the full cooperation of the Education Department 

and the education boards, backed where necessary by the Government, the 

Navy League was able to exert considerable L'1.fluence on the schools 

52. tgfl, 11 October 192~. 

53. Ibid., 11+ October 1921, 

51+. Ibid., 22 October 1921. 



during the early 1920s. In this same period frequent visits to New 

Zealand by British warships served to supplement the theme of imperial 

security at sea so heavily emphasised by Navy League speakers. For 

Tl 

much of the time when they were in port, the warships were open to the 

public and visits from school parties were encouraged. In 1913, 120,000 

children had visited the battlecruiser New Zealand when she arrived in 

Dominion waters for a two months stay. During this occasion the New 

Zealand Government distributed free rail passes to enable children 

from outlying areas to come and inspect the ship. 

This success of New Zealand's visit set the pattern for subsequent 

post-war visits to Auckland, Wellington and Lyttelton. In 1919 New 

Zealand returned carrying Lord Jellicoe. In 1920, the Prince of Wales 

arrived in the battlecruiser Renown. Preparation for the Prince's visit 

had begun some months previously. The Education Department sent 

circulars to every education board giving details of the proposed !'Oy:11 

visit, and suggesting that each board organise their own welcoming 

ceremonies. Under the circumstances it was hardly surprising that a 

_eood deal of' rivalry ensued as to who could stage the most memorable 

show. The Vfollington Education Board decided on a "living flag" display 

to be perf'orrned by c.orefuTiy selected city school pupils under the 

Direction of J.B. Hopkirk, a specially appointed mar shall, and this was 

to be f'ollowed by an historical pageant featuring aspects of life in 

New Zealand since the coming of the Europeans. 55 

Next day it was to be the turn of the outlying Wellington district 

schools to meet the royal visitor in Parliament grounds. For these 

children there was to be a special parade of seouts and guicles, followed 

by a. free meal organised by the Navy League. The day w:Js to conclude 

55. MVIEB, vol. twelve (14 February 1920), p.153. 



Figure 1. H.M.S. New Zealand at Lyttelton 
[}919]. Naval visits such as these were a 
feature of the early post-war period. 
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with a visit to Renovm. Other education boards provided similar 

opportlu1itie s for school children in remote areas to see the Prin0e of 

Wales and admire the power of the Royal Naval squadron lying at anchor, 

Naval visits in even greater strength were soon planned. In 1924 

came the most spectacular of all; a special service squadron spear­

headed by the battlecruiser Hood. Hood was hailed by the New Zealend 

prc:-,s as the largest and finest capital ship then afloat and the whole 

visit was the sub.ject of a special School Journal article which 

emphasised the value of a large navy for the protection of imperial 

trade routes. 56 Once again special tours of the sq~adron by school 

parties were organised with the cooperation of the squadron's coontand.ing 

officer, Vice-Admiral Sir Frederick Field. A number of officers :'rom 

the warships visited Wellington schools to address the pupils, ivhiJ.e 

sailors acted as guides for wide-eyed visitors. 57 

The most important aspect of all these naval visits was the 

opportunity they presented to reinforce the oft repeatea. lesson that 

imperial security, including the security of New Zealand herself, was 

ultimately dependent on the Royal Navy. For most New Zeala..YJ.ders 5 hu:i:a.n 

brotherhood, international understanding and even faith in the LeagJe 

of Nations were ,porth little unless they we!'e backed ·by maritime strength. 

, , 
Resume 

Insecurity in New Zealand after 1918 was aue first, to a long 

star1ding but vae;ue fear of Asian expansion and second, to a more acute 

anxiety over the balance of naval power in the Pacific. These were 

related concerns, yet each of them had its ovm particular impact on 

------
56. "Tr.e Visit oi' the Impe:riaJ. Squadron", .§ir 18, part three (April 

1 9 21~ ) : ·i jl+-1 !+2 . 

57. Mv'JEB, vol. eleven (20 May 1921,.): p.1+11-5. 



patriotic teaching in the primary schools during the early post-war 

period. 
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Fear of Asian expansion was partly responsible for an increased 

emphasis on lessons designed to make children more aware of the 

Dominon's special position within the Empire. School Journal articles 

stressed the value of the imperial connection to New Zealand's trade, 

economic development and security. School ceremonies on Empire Day and 

Trafalgar Day were utilised for the purpose of giving children a better 

appreciation of the advantages to be derived from living under the 

Union Jack. By contrast with the attention lavished on the teaching 

of patriotism during the early post-war period, internationalist 

activities and concepts were often ignored. The New Zeala~d Government 

remained sceptical of the League of Nations' viability. In a world 

where national rivalries remained strong, the British Empire appeared 

to offer better guarantees for security, and this point of! view was 

reflected in the policies of the EducHtion Department ar.d the education 

board.s. Advocetes of Esperanto teaching in the schools discovered that 

the Department did not share their sense of urgency. Several inter­

nationalist organisations, among them the National Peace Council and 

the League of Nations Union, found it extremely difficult to gain entry 

into schools in the face of indifference on the part of education 

boards and school committees. 

By contrast, the Navy League gained generous terms of ent~J into 

public schools. During the early post-war pertod there appears to have 

been only one recorded instance of a school committee refusing Navy 

Lee.r,ue speakers on the grounds that their les::,ons were inappropriate 

for young children. On that occasion a great deal of pressure was 

subsequently appJ ied, 8nd this proved instrumental in :influencing the 
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committee to reverse its decision. That this pressure included the 

personal intervention of' the Prime Minister, illustrates just how high 

a value was placed on the Navy League's work in schools. In turn, this 

valuation was but a symptom of the Dominon' s interest in naval af'f'airs. 

The early post-war years saw considerable naval rivalry; a rivalry 

' which f'urther emphasised the need f'or continued vigilance on the high 

seas. School Journal articles and Navy Leag1.1e lectures on the balance 

of' power at sea were intended to f'oster an appreciation of the Royal 

Navy's role in imperial def'ence among children, which would last into 

young adulthood. Frequent visits to New Zealand by British warships 

were utilised by education authorities to provide children with a 

practical demonstration concerning the importance of' seapower in the 

maintenance of peace. 
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CRAFTER THREE 

New Zealand and The Bolshevik Scare 

The continuation of wartime modes of thinking along with the sense 

of insecurity which persisted after 1918, were responsible for the 

increased attention paid to the teaching of patriotism. While these 

factors also account in some degree for the high incidence of tension 

in New Zealand during the early post-war period, they do not by them­

selves explain the fundamental change in emphasis that characterised 

school patriotism at this time. Such a change was largely attributable 

to the intense fear of militant socialism or Bolshevism. Before the 

effect of left-wing militancy on school patriotism can be considered, 

however, its impact on New Zealand society as a whole must be examined. 

What R.K. Murray has termed "the Great Red Scare" was a world-wide 

phenomenon in the years immediately following the Bolshevik revolution. 1 

Societies a1ready strained to breaking point by the War, reacted to 

events in Russia with a mixture of fear and loathing. Throughout Europe 

and North America, "it seemed, suddenly, as if the Great War had on1y 

dammed the forces of workers' control, that it would leap forth with 

2 
renewed and devast2.ting power". In Britain, liberals as wel] as 

conservatives became increasingly alarmed at Bolshevik successes, Beatrice 

Webb writing that "their [}he Bolsheviks'.] creed, like the plague of 

influenza, seems to be spreading westwards 
11 3 Murray has de scribed 

1. R.K. Murray, Reel Scare. A Stud in National H steria, (New York: 
McGraw-Hill, 196Lf- , Preface, pp.ix-xii. 

2. D. Mitchell, 1919: Red Mirag~, (London: Jonathan Cape, 1970), p._32. 

3 . Ibid . , p . 1 9 • 



82 

how in the United States, "harassed by the rantings and ravings of a small 

group of business a..'1.d employers organisations, and assaulted daily by the 

scare propaganda of the patriotic societies and the general press, the 

national mind ultimately succumbed to hysteria". 4 

Although the Red Scare never quite reached these proportions in New 

Zealand, it did have a con sider able impact on society and consequently 

on the primary schools throughout the Dominion. As in Britain and the 

United States, public fear was fej by reports of Bolshevik subversion 

in the streets and in industry. For ma...'1.y New Zealanders the actions of 

the Parliamentary Labour Party, the increasing inc~dencel industrial action 

and the seemingly frequent arrests of extremists charged with the sale of 

subversive literature merely served to confirm their fears that the country 

was now facing a co-ordinated attempt to disrupt the established. social 

and economic order aimed at the establishment of Soviet system of govern­

ment. 

1. The Menace from the Left 

The shock of the Bolshevik Revol,1tion reverberated round the globe. 

Although Russia itself was militarily weak, coTimuniques issuing from 

Moscow hailed the imminent collapse of World Capitalism with a conviction 

5 
that caused considerable alarm, in a West still very much at war. The 

Allied press, already prone to exaggerating Germa..'1 war crimes, reacted by 

giving credence to equally unfounded rumours of Bolshevik atrocities. The 

United States press was mnong the worst in this respect, Murray claiming that 

"horror stories of ever.f kin.d filled the columns of American newspapers", 

t . R • 6 
ostensibly referring to even s J_n ussia. 

[. .. Murray, p. 16. 

-
i;. Thus in November 1917, Lenin invited 11 ••• all the belligerent peoples 

. t t • ~. t +-· t. f , anc1 their govornmen s o open im_rnec.Ja e nego,.,-La ions or an nonest, 
de:;,.ocra~~ic peace ... 11 • The First ~-~<?.I~·3- __ ~f__il];~_C O:Elt2.i!_£f..J:££IJJ~' s 
C ,1rnrn:l.ss,-1rs, cited by L. Kochan., 'l'h2__~~~tt~g (Yf.__~l.2ri·?.!.:1l_:P~~~~i?.:, ( Lo".1don: 
"Jo:-i'uthat1-Cape. 1362: Pelican. Books, 1903), p.253. 

6. Murray, pp. 35-.36. 
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Although New Zealand newspapers rarely displayed such sensational­

ism they frequently reported accounts of Bolshevik activity in a manner 

which encouraged public unease. In March 1918 the Waikato Times 

published a report claimi~g that the Russian Bolsheviks had set aside 

300,000 roubles for a global propaganda campaign, aimed at fomenting 

world revolution. The paper then went on to report that several people 

had been arrested in the United States for distributing Bolshevik 

propaganda. 7 Although the Waikato Times did not openly suggest that 

the two items were linked, the fact that they were grouped under a 

common heading probably led readers to conclude that this was indeed 

the case. Over the next three years, this method of reporting militant 

socialist activity was to become a feature of several leading New 

Zealand newspapers, and helped to contribute to public alarm. 

While the War continued, the impact of Bolshevik activities, 

however sensationally reported, was considerably blunted. With the 

an.11ouncement of the Armistice, however, came the news that Central 

and Eastern EuropGa."'1 states were becoming engulfed in Bolshevik 

insurrections. To horrified observers in the victor-nations, " a tidal 

wave of revolution seemed to be • t d" 8 curlin6 we s war . 

As interpreted by the plutocratic press and plutocratic 
politicians - who, after all, were without benefit of hindsight -
it appeared as a gigantic upseething of the Abyss which had 
carried the frontiers of the Bolshevik revolution to Milan, 
Barcelona, Glasgow Belfast, Pittsburgh, Seattle, Winnipeg, 
Buenos Aires and Sydney, as well as to Berlin, Munich, Vienna 
and Budapest. 9 

7. WT, 20 M8,rch 1918. 

8. Mitchell, p.117. 

9. Ibid., pp.136 - 137. 
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In New Zeala'1d, nestled deep in the South Pacific, the threat 

appeareu. no less real. The Waikato T:irr_es of 3 March 1919 carried a report 

entitled 11 Bolshevik Menace", which claimed that the Russian Bolsheviks 

had an army " •.• a million strong ... well fed and equipped, drilled by 

German of'ficers11 • 
1 O On 4 March under the heading "The Menace of Bolshevism", 

there were reports of Bolshevik activity in China, and allegations that 

the Bolsheviks were behind industrial unrest in several Europeru1 countries, 

l.·nclud;ng Br1·ta;n. 11 F d .._ '-'--'- our ays later a Waikato Ti_[!!~ editorial discussed 

the chaotic situation in Germany, mentioning that New Zealand troops 

serving with the occupation forces there had been handed Spartacist leaf­

lets. Although the editorial stressed that the troops had not been 

deceived by Spartacist arguments, it did warn that similar leaflets could 

prove to be an overwhelming temptation to the "ignorant" . 12 Thus was the 

menace of' Bolshevik bayonets overshadowed by the greater danzer posed by 

Bolshevik propaganda. 

2. Industrial Strife 

• The first fo'..lr months of 1919 produced ample evidence throughout 

the world that the Russian example was infectious. Anarchy in Germany 

was accoTip&'1:ied by a whole series of calamities; the declaratio!1 of a 

Soviet Republic in Hungary, street fighting in Vienna, civil disturba'1ces 

in Northern Italy, a major shipyard strike in Seattle, serious union 

troubles in Canada. Each of these events received extensive coverage in 

most New Zealand newspapers, but it was the British situation that caused 

particular concern in the Dominion. The very heart of the Empire :now 

appeared as susceptible to the Bolshevik disease as had 

10. }IT, 3 March 1919. 

11. Wr, 4 March 1919. 

12. WT, 8 March 1919. Th9 Spartacists were the nucleus of the German 
-Communist Party. Led by Rosa Luxenburg and Karl L:i.ebkY!echt. the:,,· took 
ad.va--itB.f,G of the chaotic situations prevailing in Germany to s-9t up 
soJ.a1.er 3 31.,d workers co·1ncil.s :in several Ger:-;im: cities inc:luding Borlin. 
By the time th,3 N en Zeal a.'10. Herald article appea:ced_, however, the Spart­
acist.s vK•r0 a spent force, though still capable of' creatints alarm. 
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Central and Eastern Europe. In Ja.."luary 1919, soldiers' demobilisation 

riots broke out in several British cities. During the same month a 

forty hour strike by Clydeside workers led to a series of bloody 

clashes with the police in the streets of Glasgow that came to be 

known as, "The Battle of St. George's Square". Amidst the tension 

caused by these incidents came calls for a general strike from mining 

leaders, though this was narrowly averted.·13 

Faced with a rapid succession of crises, many Britons reacted 

with more haste than judgement. The Rt. Hon. R. Munro, Secretary of 

State for Scotland, claimed that the Clyde side unrest was " ..• not 

just a strike, but a Bolshevist rising". 14 The British press denouYiced 

the strikers with equal fury, the inf'luen\tlal Morning Post warning 

its readers that the series of strikes taking place throughout the 

nation could be explained in just two words; " attempted revolution" . 15 

In New Zealand, news of industrial unrest overseas prompted 

anxious speculation as to the Dominion's own vulnerability. At the 

off'icial opening of Parliament in August 1919 the Governor-General, 

Lord Liverpool, spoke of' the Government's concern over the future of 

industrial relations: 

New Zealand has not entirely escaped the unrest which is prevalent 
in many other countries of the world and which is the aftermath of' 
the Great War, but I am conf'ident that the good sense and industry 
of' the citizens o!.' the Dominion will more tha.'1. counteract any 
attempts to spread the pernicious doctrines which ha~:e proved so 
mischiev ous in certain European countries. 16 

13. See A. Marw:.i.ck, Bri~ain in_ the Century of' To"t§:.1 War, ( London: 
Bodley Head, 1968), pp.149-152. 

14. MitchcJl, p.127. 

'i5. Marwick, p.150. 

16. J'l"ZPD, vol.181+, 1919, p.2. 
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Despite this platitude, however, the Government was by no means 

confident that good sense and industry would prevail in all quarters 

of the Dominion. The Member for Westland, Joseph Grimmond, was quick 

to point out that there was already " •.. a certain amount of Labour 

unrest in New Zealand" . 17 M assey in particular was to remain intensely 

preoccupied with what he saw as the inability of some workers to 

recognise where their true interests lay. His own solution to industrial 

militancy was to propose a return to the rational harmony that had; he 

believed, characterised relations between the various classes during 

the nineteenth century, for " the employer [coulc£} not be prosperous 

without the loyal cooperation of the worker, and~•• the workers [could] 

18 
not be prosperous wi_thout the cooperation of the employer". 

That this ideal was not being achieved, was, the Govern.raent suspected, 

due in large measure to foreign born agitators, and to the influx of 

foreign ideals which bore little relevance to New Zealand conditions. 

In October 1920 Massey was most upset upon being informed that several 

speakers at a Labour gathering in Wellington had. advocated a Soviet style 

·system for the Dominion, backed by " ••• an alliance of Labour that would 

directly represent the workers of New Zealand in an industrial parlia­

ment". Terming the gathering, 11 seditious", he warned that "the Bolshevism 

that is being preached every day in the larger centres of the Dominion is 

worse tha..."'1 folly and can only end in one way in disaster - and the 

19 
matter must be taken in hand and stopped". Upon hearing of a further 

instance of mi~itant socialist agitation on the wharves the Government 

Member for HoJd.tika, H.L. Kichel, complained that New Zealand was 

11 • -'- d ex+.remi· "'-ts'' 11 ••• who 'were7 in New Zealand, suffering from imporve - ~ ~ J 

but they G·:ere] not part of New Zealand 11
• 

20 

p.87. 
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Evidence that agitators were at work was not difficult to find. New 

Zealand's industrial relations had steadily worsened in the years follow­

ing the Armistice. In 1919 there were 65 stoppages and although most of 

these were of a minor nature, considerable unrest in the principal coal­

mines fro~ September onwards bode ill for the future. 21 The following 

year brought 75 stoppages, including serious strikes by miners at Huntly 

and W.,..;h;. 22 In 1921 th o.-.L .._ e total again rose to 77 and several of these 

assumed major proportions. As in the previous years miners and watersiders 

featured most pro:ninently in industrial disputes, with the Government's 

concern over exports being clearly demonstrated early in 1921, when the 

Prime Minister personally intervened to settle waterside strikes in 

Auckland and Wellington. 23 

To horrified onlookers it appeared as though New Zealand Labour was 

now imitating the example set by its more militant counterparts overseas. 

In an atmosphere where the predominant emotion was one of fear, almost any 

action from those on the politic al or industrial Left was liable to be 

interpreted as an attempt at subversion. In January 1921 the New Zealand 

Welfare LeA.gue warned workers to pay no heed to " ..• heady socialist 

advocates". 24 The Vforkers' Educational Asaociation was widely regarded as 

an instigator of militant socialist propaganda. 

21. Yearbook, 1920, p.297, 

22. Ye2;rbook, 1921-22, p.524. The total nu:nber of disputes in 1920 exceeded 
those fo~ 1913, New Zealand's worst year for strikes. The total number 
of striking workers, however, was far less than on the earlier occasio-::1. 

23 Yearbo-'.)k 1923 p.607. The Wellington dispute broke out on 18 February 
• --- ' ' l • t , th • k. when some 2,000 men walked off the w1arves 2n pro esc over e:i..r wor. ing 

hours. The dispute spread to the Auckland wharves a day later; andwasalsci 
settled through Massey's personal intervention. 

2l+. NZH 19 January 1921. The New Zealand Welfare Le?-gue wa~ a righ~-
wind orgcJnisation dedicated to defending free enterpr::i.se aga.i.nst s0c:i..aJ.­

i s;:n: It 3 publications included, R~~-.2.~.!h~.J.i.ew ~~~±F~LW8 ¥.§:~2~-k~~q_~, 
"r 11 - ,_ .,,., . Har·r·y T{ Tombs 1919 • Today s Econom2cs,, a ser2es of pa.'11ph--
vv e 2n g L, Os,. . C l • , ' ) • 
1 t , .; tal:i..· sm "Ocialism and the distribution of wealth , Well2ng-e s on cap.._ , ., • . . . _ 
t F., .. • -- ,:-,ost 10?0• and The I.W.W. :i..s act:i..ve :i..n New Zealand, on· ~ven:i_nb L , ,,,_ , .,;....______________ ----·------ • 
,,r ll. · t - . ,-,,v"'ni:1,:r Poet 1920 The New iealand W2lfare Leai,'l.le en. Joyed. 
Ii e J..D g OJ1. D c; • o 0 , • , _ . 

••+ osp"cially durinP' the early 1920s, bu-c had decl:i..ned some suppOtu; - ~ C 

by 1930. 
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A. B. Thompso~ has described how the Reverend J. K. Archer became the 

centre of controversy following allegations that he indoctrinated WEA 

econo~ics classes in Sydenha.m with left-wing economic theories. 

Following a storm of criticism from the press, the Canterbury University 

College Senate set up a special co:nmittee to investigate all WEA work 

• th . 25 i.n e prov:r_nce. 

Doubts over the VfT.l.A' s political objectivity were also expressed 

in Wellington. At its January sitting the Victoria University College 

Senate condemned the organisation for carrying out revolutionary 

propaganda work instead of adhering to the strictly educational purpose 

for which it had been founded. 26 The Senate's charges were bitterly 

refuted by the Wellington District Cou_~cil of the WEA, ro1d at a special 

meeting there were angry denials of any sympathy for radicalism. In 

spite of this there is some evidence of support from within the WEA, for 

a more politically-orientated teaching prograr~~e designed to inculcate 

"class-awareness" among workers. One member at the meeting went so far 

as to assert that the WEA failed in its duty unless it presented_ the 

economic theories of Marx and Engels in a favourable light, and he 

tabled a motion which would have made it obligatory for all WEA tutors 

to include the works of these two political theorists in their courses. 

Although the motion was defeated and replaced by a resolution ai'firming 

the right of tutors to develop and teach their own courses according to 

their perso~al wishes, dissen£ion of this type merely served to encourage 

-----------
25. 

26. 

A. B. Tho·npson, Ail!..:.h.t E~ucation_ in N:w Z~alEmd, a Critical 
JfistoTical Surv~, (wellington; NZC~R., 19!+5), pp.92-93. 

NZ.'i, 22 Jan.nary 1921. 

and 



further criticism of the WEA's work. 27 

Church11en too, became involved in the condemnation of militant 

socialism. While a few churchmen such as the influential Presbyterian 

minister, James Gibb, 28 were advocating Christian Socialist sclutions 

to the nation's problems, others, particularly the more conservative 

Anglicans, were denouncing Bolshevik influence in the community. In 

March 1921, the Revere.rid F.W. Young delivered a hard-hitting sermon at 

All Saint's Church in Ponsonby, in which he claimed, "there are some 

among us Vlho preach no flag, no country, no God.". 29 The Reverend 
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C.H. Grant Lowen was another minister who publicly denounced socialist 

activity, and at an Anzac Day gathering in St. Matthew's Church, Auckland, 

he wan1ed listeners that there was 11 ••• a great deal of disloyalty in 

their midst ... 11 • 30 

Such speculation undo~btedly helped spread the notion that 

Bolshevik sympathisers were everywhere. For those remaining unconvinced 

by the cautions issued through Parliament, press or pulpit, there was 

the pessimis~ of the country's leading economists. In April 1921 the 

Head of the Economics Department at Victoria University, Professor 

B.C. Murphy, told the Wellington Accounts Students' Society that Labour 

was now 11 ••• idealistic and revolutionary •.. 11 , claiming that between 

1915 and 1921 there had been no fewer than 200 strikes, a record that 

foresha~owed the imminent collapse of the entire Arbitration System. 31 

27. NZH, 26 January 1921. 

28. See L.H. Barber, "The Soeial Crusader: James Gibb at the Australasian 
Pastora.l J<,rontier, i 882-1925", ( Pn..D. dissertation: Massey University, 

1975), pp.208-209. 

29. NZ!,!, 14 March 1921. 

30. N'.0i, 2i April 1921. 

31. i..:rzii, 9 April 1921. 



The dam shored up by resolute government action in 1913 had again 

burst asu"'.1d,0r, and throughout the country men speculated gloomily or 

excitedly on the probable results. 

3. The Rise of the New Zealand Labour Part;y 

For many Liberal and Reform supporters the political situation 

appeared as foreboding as industrial unrest. The Labour milit&~ts, 

defeated in 1913 and gaoled during the Great War, appeared to bounce 

back with renewed energy • . f. 'J. O'Farrell has spoken of the 11 ••• surge 

of militant socialist confidence and dogmatism ..• ", that took place 

within the young Labour farty following Lenin's seizure of power in 

32 Russia, and news of Bolshevik insarrection in Germany. In October 

90 

1919, Harry Holland, the acknowledged leader of the Party• s militant 

wing entered a hostile Parliament, where throughout the session he 

incensed political opponents by denouncing capitalism as anachronistic 

and immo!'al. The Maoriland Worket', concerned at the damage Holland was 

unwittingly doing for his cause warne::l., "when he aeclare /j]that he does 

not object to being called a Bolshevik, he should bear in mind that mari.y 

of his followers might 11 • 33 

Despite almost trebling its 1914 vote to about 24 per cent of 

the Dominion total in the 1919 elections, the Labour Party contjn~ed to 

alienate m,my potential supporters. 34 From the moment they took their 

places in the House, the actions of the eight Labour members tended to 

confirm the worst accusations of their enemies. Throughout the 1920 

32. P.J. O':B'at'rell, Harry Holl'2:'-'1di.. militant socialj_st, (London: Australian 
National University, 1964), p.97. 

33. Ibid., p.97. 
34. ThJs tho Jiui'orm Party strengthened i '.'s ~wn pos:-c:rnn. w~th the ~lectorate 

in 1919 by contrasting i,;s own patrJ_ot1 __ c and J_IDperJ_al zeal WJ_th the 
"disloyal LJ'' of the Labour Party. Reform won ll-6 seats an:l La,bour, 8, 

, · t: els dwindled to 20. while ,_,:i_ •crn_j_ se f 
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session they defended the Soviet Union against Goverr,ment criticism. 

In public, they lauded the appearance of the first Communist State, 

Holland ljkening Russia to, " ••• a star of the first magnitude in the 

constellation of nations". 35 

For its part, the Government utilised every opportunity to 

demonstrate the connection between Bolshevism and the Labour Party to 

the electorate. In July 1920, barely two weeks after the Labour 

members had been sworn in, Massey fiercely denounced them as "reds", 

"extremists" and "Bolsheviks". Claiming that the Labour Party desired 

the establishment of a Soviet regi~e in the Dominion, he bitterly 

observed that "if anything like it (!3olshevisri) becomes established in 

New Zealand ..• then I say, Heaven help New Zealand". 36 

This policy was extremely successful during the 1920s, and contributed 

to Labour's failure to gain office. Influenced by the Government's 

repeated warnings many voters remained convinced that "the Left" was a. 

single entity with world-wide influence. The impact of May Day 

demonstrations provides a case in point. In May 1921 the New Zealand 

Herald reported that a crowd of left-wing demonstrators in Sydney Domain 

had burned a Union Jack. Those who had instigated this act were 

allegedly members of the extremist Socialist Labour Party in Australia. 

The Hera.ld' s disclosure of radical influence across the Tasman provoked 

a number of letters from frightened readers throughout New Zealend who 

apparently believed that the Sydney demonstration would lead to 

demonstratior.s of a similar kir1d in the Dominion. 37 

35 . 0 'F arre 11, p. 1 08. 

36. ~' vol. 156, 1920, p.279. 

37. £:IZii~ 2 May 1921. See also correspondence to the New Zealand Herald 
during the fjn.t two weeks of May 1921. 



In fact, much of the concern from correspondents was needless. The 

formation of the radical Allia.'1.ce of Labour in January ·1919 and the 

creatio:-i of the C o:nmunist Party in March 1921 were decisive indications 

of an irreconcilable split between left-wing moderat.es and extremists 

in New Zealand. Despite the rhetoric of its parliamentarians, the New 

Zealand Labour Party was by 1921, firmly committed to working within 

the established democratic, constitutional context. 38 Unfortunately 

for the Party, however, many people were as yet unable to distinguish 

between the finer points of socialist theory. 

4. Co,mtering Militant Socialism 
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Government reaction to the problem of milita.~t socialism went far 

beyond verbal attacks on members of the Parliamentary Labour Party. By 

1921 a body of legislation existed for the specific purpose of counter­

ing militant socio.list activity. Much of this legislatim had been 

originally enacted to meet a threat of a quite different nature. Follow­

ing New Zealand's entry into the Great War Parliament had passed the 

War Regulatiocis Act, 1914, empowering the IJJor-},me,. Government to make 

such regulations as were required to preserve public safety. 39 During 

the course of the War a number of regulations were introduced under the 

Act which severely restricted the freedom of the ordinary c~tizen and 

as such they were due to expire after the conclusion of hostilities. 

Immediately after the Armistice all legislation passed during the War, 

including the regulations made under the War Regulations Act, 1914, was 

closely examined by a special 

38. See O'Farrell, pp.114-116. 

39. War Regulations Act, 1914, 5 Geo. V., Statutes, pp.128-129. 
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parliamentary committee headed by FraJ1cis Dillon Bell with the object 

of classifying it into two groups; that which was to be repealed forth­

with, and that which was to be re-embodied in new bills. 40 

By the time the cowmittee had completed its work, the Reform 

Party had swept to its 1919 election victory. Upon taking office, the 

Government began to consider ways of countering militant socialist 

activity. The first tentative step in this direction was taken in 

October 1919, when the Government introduced the Police Offences 

Amen<l.ment Bill into the House. At a time when thousands of war-weary 

troops were returning home to a country which was shaking itself free 

of irkscme war restrictions, some form of control was necessary, and 

there was much truth in Massey's claim that an important consideration 

in the drafting of the bill had been the sudden rise in violence and 

disorder currently plaguing New Zealand tov,ns. 41 Clause two, however, 

was notev10rthy in that whilst it made it an offence to 11 ••• incite or 

encourage disorder, violence or lawlessness ..• ", it left these key 

terms undefined., thus permitting the arrest of political agitators as 

well as larrikins. 42 Holland was quick to point out that the clause 

allowed 11 • , • a man who may be a spokesman of the working class to be 

4-0. Bell's experience as a lawyer had made him a valued member of the 
Reform Government arid the succeeding National Government. After 
the War, as a member of the Legislative Council, Bell advisee. Massey 
on the question of wartime legislation. He was deeply concerned with 
the extent of militant socialist activity in the Dowj_nion: but while 
he appears to have favoured the retention of regulations that would 
discourage agitation, especially on the wharves, he did express some 
misr:i vings over the Government's intention to ban "secli tious strikes11 • 

(Se~ NZI'.Q, vol.187, 1920, p,3). 

41. ~' vol, 185, 1919, p.747, 

42. Police Offences Amond.ment Act,1919, 10 Geo,V, Sta.tu~?~, clause two, 
p.5G. 
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seized and dragged bei'ore a magistrate ... ", but despite Labour oppos-

ition the bill passed successfully through the House.l+-3 

Notwithstanding the utility of the Police Offences Amer.dment Act 

in countering sedition, the Government introduced the War Regulations 

Continuance Bill into Parliament in August 1920. The new bill embodied 

many of the old wartime regulations originally issued under the War 

Regulations Act, 1914, only now the enemy was not Prussian militarism 

but socialist subversion. R.A. Wright, the Member for Wellington Suburbs, 

summed up much of the feeling on Government benches when he claimed that 

the legislation under consideration was vital because " •.. in New 

Zealand we have seen a series of strikes, first in one place and then in 

another, as if worked on some systematic plar1". 41+ 

Subversion of this nature necessitated the prompt enactment of 

comprehensive legislation to counter its possible effect upon the 

community as a whole. The bill before the House dealt with almost eve1y 

aspc ct of sub-.~ersion. Under clause eight, the Government was empowered 

to remove from any wharf individuals whose conduct or character were 

believed pre judicial to its effective control and administration. 45 

Clause fourteen banned. "sedi ticus strikes", loosely defining such strikes 

as those which interfered with the movement of' goods essential to public 

. 46 
welfare or the effective conduct of :mdustry. In attacking these 

J..-3. ~' vol. ·1 85, 19·19, p, 7l1-8. 

41-i-. ~' vol. ·187, 1920, p. 358. 
Continuance Act, 1920, 11 Geo. V, Statutes, clause 

45. Vfar Ref'.ulations 
ei['.ht, p.69. 

Ibid., clause fourteen, p. 69 • 



clauses, Holland ccmplained that " there is not a single protest 

that the workers of this country could make against intolerable 

conditions, that could not, under the definition.provided in these War 

Regulatior.s, be declared by the government to be a sed.itious strike". 4 7 
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Destined to be even more controversial was clause two, a re-statement 

of a War Regulation first passed in September 1915: 

No perscn shall print, publish, sell, distribute, have in bis 
possession for sale or distribution, or bring or cause to be 
brought or sent into New Zealand, any document which incites, 
encourages, advises or expresses any seditious intention. 48 

This clause drew the most intense Labour criticism of the entire 

debate. Holland bitterly condenmed what he saw as the clause's 

deliberately vague wording, and attempted unsuccessfully to have the 

term "seditious int en ti on" either more clearly d~fined, or deleted 

altogether. 49 Despite desperate Labour attacks on virtually every 

clause, however, supi::ort for the bill was more than sufficient to pass 

it through the House and it became law in October 1920. 

For Labour members the matter of interpretation was to remain a bone 

of conter.tion. Clause two was used within days of its appearing on the 

statute books. In October 1920 the left-wing nev:spaper Grey River Argus 

was fi!led twenty-five pounds for a letter in its corresi::ondence column 

which advocated the violent overthrow of capitalism. The imposition. of 

the fine prompted an accusation from Holland that the magistrates and 

the Government were grossly discriminatory in their use of the clause. 

47. NZP].?_, vol.187, 1920, p.34-9. 

48. War Rec1.1lations Continuance Act, 1920, clause two, p.58. 
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To add further weight to his charge, Holland alleged that a letter 

printed some days before in the New Zealand Herald which demanded an 

all-out war against socic1.lism was equally seditious under the Act, yet 

had been overlooked along with others of its kind by government 

"watchdogs" who were more concerned with scrutinising Labour newspapers 

than with stopping subversion. 50 

While this criticism had some foundation, the Government could 

counter with equal justification that the Left most often ran ai'oul 

of the law only because the militant socialist was more involved with 

subversive activity than was any other group in society. As far as 

the Government was concerned, prosecutions for the sale of extreme left­

wirig literature had reached alarming pro:i:;ortions by ·J 921. In addition, 

most major New Zealand newspapers provided an extensive coverage, not 

just of arrests and convictions, but of the whole question of militant 

socialist propaganda in the Dominion. This had the effect of providing 

a forum for public interest, and a focal point for further public alarm. 

The New Zealand Herald provides an illustrative case. In March 1921 

the Herald reported that two Auckland booksellers, Thomas Stych and 

Alexander Shemock, were each fined twenty-five pounds for having in their 

possession twelve copiec of' the book Red Europe. The Prosecution had 

alleged that Red Europe was subversive because it advocated the violent 

overthrow of parliamentary government as the prerequisite for establish­

ing a socialist state, a view shared by the presiding magistrate, J. W. 

Poynton, who warned that "publications were being circulated st::i.rring 

50. ~f.Q, vol. 188 1 1920, pp.752-753. 
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up class and sectarian strif'e, advocating arson, civil war, murder, and 

other terrible things". 51 The Herald's report of the case and Poynton' s 

summation provoked several letters to the editor deploring the extent of 

militant socialist activity in New Zealand. One correspondent related 

indignantly how he had been disturbed in his own home by a bookseller 

who attempted to persuade him to buy A Communist Programme for World 

Revolution, and the ubiquitous Red Europe. 52 

Published on the same page as the correspondent's letter, was a 

report concerning the arrest of a Wellington man, Eduard Johnson, again 

on a charge of selling subversive literature. Johnson was a Swedish 

immigrant, and quite probably readers linked his case with an article 

which appeared four days later in the Herald which described the arrest 

of a ring 01' Bolshevik propagandists in Sweden. 53 

The follo~ing morning's edition reported the arrest of yet another 

Wellington bookseller on a subversive literature charge. The Defendant, 

described as being the Secretary of the International Socialist Club, 

was alleged to have sold copies of the pamphlet Inside Russia which 

advocated " ... violence and lawlessness 

end, and [amounted] to nothing less than 

. . . as 

• • • a 

a me8Ils to a political 

eulogy of Bolshevism". 54 

51. 

52. 

53. 

54. 

-
NZH, 31 March 1921. The Irish names of the two 

t " t • ./.. "f ti with Poynton' s reference o sec arJ_an s t,rJ_ e 
of the material in their possession related to 
Ireland. 

NZH, 

NZH, 

12 April 1921 . 

16 April, 1921 . 

Defendar,i;s~ together 
suggests that sose 
the c'..lrrent cr:i.sis in 

NZH, 
that 

17 April 1921. The Defendant's solicitor argued urrnuecessfully 
the pEJ,mphlet was "evolutionary" rather than "revolutionar:i'. 
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Just over a week later, on 25 April, the Herald briefly mentioned 

that Johnson had been fined under clause two of the War Regulations 

Continuance Act. 55 In the same issue Bell set out the official inter­

pretation of the clause, being at some pains to stress that: 

It is neither unlawful nor seditious to advocate the wildest forms 
of soc:i.al:i.sm or communism. What :i.s unlawful and seditious is to 
advocate murder and violence as legitimate methods for achievement 
of political ends. 56 

For some Her8ld readers, however, Johnson's conviction constituted the 

final straw in what must have seemed a veritable catalogue of disloyalty. 

A typical reaction came from Robert G. Struthers, who, without troubling 

to define "seditious" in any sense, argued that all seditious publications 

were " inimical to the peace and good order of the social system" . 57 

This was a far more sweeping condewnation than that issued by Bell and 

public anger was reflected in a Herald editorial which strongly criticised 

the Government's leniency in suppressing subversive literature. According 

to the editor, the right of free speech enjoyed by New Zealand citizens 

did not extend to the incitement of violence. 58 Had hew ished, he could 

have illustrated his argument by referring to a report appear:i:ng on the 

editorial page itself, which described how in Britain" .•• a communist 

plot to utilise the industrial crisis to effect a revolution ••• had 

been frustrated", and "tons" of inflammatory literature seized by police. 59 

55. NZH, 25 April 1921. 

56. Ibid. 

57. ~, 28 Apr:i.l 1921. 

58. ~' l1- May 1921 C 

59. Ib:i.d. 
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Revolutionary enthusiasm, especially as portrayed in the Herald, 

appeared world-wide and infectious. New Zealand was experiencing the 

troubles of Britain, the United States and Canada on a smaller scale. 

Well might the Chairman of the Mount Eden School Comm;ttee RH A P tt ..... , • • • o er, 

echo the warning of the former Deputy Premier of Canada, Sir George 

Foster, in declaring 1tnever has the devil's propaganda been so strong, 

60 
so shrewd, so involved with anarchy and revolution as at present". 

Both the devil and the actions of those who sought to exorcise him were 

to have a tremendous impact, not merely on New Zealand's politicians and 

press, but on its schools and teachers as well . 

.,, ., 
5. Resume 

New Zealand emerged from the Great War severely shaken. Susceptible 

to propaganda, ridden with hatred engendered by the conflict, and still 

numbed by the enormous sacrifices that victory had demanded, its 

citizens succumbed to the Red Scare that swept the world following the 

Bolshevik revolution. 

The immediate cause of public concern was the appearance of Soviet 

Russia, but after the Armistice the fear of communism was made more 

intense by the unsettled conditions which characterised the early-post­

war period. Revolutions and insurrections broke out all over Europe. 

In Britain, the United States and Australia, strike followed strike in 

rapid succession. In New Zealand the existence of socialist agitators 

appeared to be confirmed by growing industrial unrest in the mines, and 

on the wharves. While the industrial situation deteriorated, Labour 

60. NZH, 9 Mr;y 1921. Sir Georf_';e had attacked 
;iii tDI1t ROcialist pr·opac;anda du:cing the 
Ottawa Veterans' Society ln April. 

the world-wide ::.pre.9.d of 
course of an adclros2; to the 
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members of Parliament praised the Soviet system of government and made 

ominous, if vague references to the need for an "industrial parliament" 

which would better represent the workers of the Dominion. 

Following its 1919 election victory, the Reform Government attacked 

socialism with great vigour. In Parliament Labour members were frequently 

accused of disloyalty. At the same time, the Government prepared to 

counter subversion in the community at large. A substantial body of 

wartime legi3lation was re-embodied in the War Regulations C ontinuan:::e 

Act, 1920, with the express purpose of suppressing agitation. By 1921, 

there were a number of convictions for the sale of seditious literature, 

and the frequency of these cases contributed markedly to further public 

unease. 

The militant socialist propagandist appeared to epitomise Bolsehvik 

malevolence at its most dangerous, because his wares were aimed at 

sections of the population whom the Government considered to be u,".'lable 

or unwilling to resist them. In turn, anxiety over the possible impact 

of' left-wing prop3,gand3, on an ill-prepared population was to have 

important consc::quences for the schools., If' the future of nation and 

Empire were here, here too was complete innocence of Bolshevik arguments. 

With considerable forehoding, educators and politicians began to turn 

their attention to the formidable task of preparing New Zealand children 

to meet and overcome the propagandist on his own ground. Almost inevitably, 

this led to an intense preoccupation with ensuring the loyalty of both 

teachers nnd pupils. School patriotism was about to enter a new and 

ultimately seJ f-def'eating phase. 
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CHAPTER FOUR 

Saving the Children 

Although legislation such as the War Regulations Continuance Act 

constituted an immediate response to militant socialist a.gi tat ion both 

politicians and educaticnalists in New Zealand initially considered 

education to be a better long term solution to the problem. In its 

efforts to counter the possible effect of left-wing subversion on youth, 

the government employed two princip.a~ courses of action. The first was 

to increase the effectiveness of citizenship education in the schools, 

a step strongly supported by teachers and inspectors. The secor~d and 

later course was considerably more controversial. In a reaction to 

\\"hat appeared to be a dangerous situation, the government resorted to 

sterner measures desi[Iled to ensure the loyalty of future ·+· c::i. ..,::;__zens. 

These included compulsory flag-saluting and teachers' loyalty oaths, 

the last of which was to have consequences quite different from those 

en vi sa.ged. 

1. Strengther5ng Citizenship Skills 

With the comine of Peace, the problem of Bolshevik propagenda in 

relation to young people began to assume considerable importance. At the 

Inst.itute's first post-war conference in Feb:ruary 1919, delegates were 

much concerned with seeking ways of making youth less susceptible to 

the agitators' blandishments. In his introductory address the acting 

Presj dent, A. Erskine, warned that though the war had been won, the 

t home Coula be lost through comp1.acency. Producing, fi g,1--it for d0mocracy a -

citizens and workers able to take their place in industry was no longer 

suffident. The greatest f'a:i.J.ing of' the education system was, he 

;nabiLi_ty to 11 ••• draVI out the qualities that w::iu1d enable argu.ed., its -'-

the worker to find relief iri othe:c intere[;t.rJ from the monotony that 

. - ·, - ;' _, ; .. - ,., II 1 
characte.cis [c4J LE:.bour under rnoc;.c-rn con.a .. vJ..On.:i ••• 



Al though Erskine strongly beliE:ved that all individuals had thG 

right to an education that would develop their talents to the highest 

degree, his concern with boredom was not entirely altruistic. Aware 
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that each school child would ultimately join the workforce and 

participate in the shaping of his country's future, Erskine was con­

vinced that boredom was dangerous because it produced a spiritual 

lassitude that could be exploited by others. For the future stability 

of' the cornmuni ty it was essential that every youth " ... be supplied 

with the mental and moral equipment that [5voulci] enable him to meet the 

influences that {;ould] be brought to bear on him from without". 2 

Erskine did not elaborate on the types •of influence that could be 

brought to bear on school leavers, and a motion to formulate a number 

of' recommendations f'or the forthcoming education bill, while calling for 

11 social and moral training to f'it young people to become citizens in the 

community", did not proceed beyond the statement of six general 

. . 1 3 prJ.nc:1-p es. The vagueness of the motion displeased a number of dele-

gates who, during the course of the conference, were frank in revealing 

the concern of their branches. One of the first remits before the 

meeting called for the school leaving age to be raised to sixteen, 

lest 11 ••• the masses ... not be equipped to play their proper part 

in the industrial and commercial struggles of the world". 4 In calling 

f'or the acceptance of the remit, the Mount Eden Branch delegate referred 

to what he termed the "dissatisfied element" within alJ. modern urbanised 

societies which had been forced to seek unskilled work in industry at 

the age of fourteen and cc,nsequently felt bitterness at having been le:ft 

2. Ibid. 
7. Ib"d ,: 'T'hese· were: (a) health ru"d sound. physical growth, (b) 
J. ::;__ • ' p • ✓• • - - •. \ 

hycierri_c schc,ol c:JLdit:i.ons and g~o~r,.cJ.s, ( c; sociekl ancl mc,ral training 
to fit yow1 r J.!f:Ol,lc to become c:i.t:1.zfms in the community, (a) scient--

f . d t ,_ . ·1 trcoJ0 r1·in~ "L.:ioq11.cit-<> [;o ind.ustri;:;J. 2nd corr.rr,e:rcial cnas, i 1 1 c 9.r1 , e- er _,n-1- c<.1 . c~- .. .1. -- ~-:, c: ... 1-·--- ·- ....,.,, _, ,._, 

() -···tel·1E-,r•'t\''·1 ••1·,; 'lrt:i.stic Gulture :f'o_r enlo.rg:i.ng thn life: of tho G :.L!l _,._ , _J l, . ..,.,.1. u,.1.>J. c. t l. 6 I , • ._ - d • a·· ·'d ··, J (J.'\ '1rno"·l''•/10-E;' of his ov,n and o·ber Dc.lc.:1.ons r;::.S"t,cry en :i..n :i.vJ u~_j-:r ::1n( .1 -.... -,, ___ .....,, __ t)., -· 

geor,re.ph,v. 
h. Tb :i. d . , p , l~. 
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behind educ~tionally. Again, this was not merely a question of altrui::,m. 

F.L. Combs, for instance, warned the Conference that unless the school 

broadened its base and introduced subjects more relevant to the needs 

and interests of the early school-leaver, the result would be precisely 

what the Mount Eden Branch feared 

masses. 5 

increasing dissatisfaction of the 

The Conference was highly critical of the still prevalent tendency 

for the country to look upon children as potential wage-earners rather 

than as citizens and human beings. A continuation of that course meant 

disaster, and one delegate, L.F. de Berry, left no doubt as to the 

consequences of neglect in the schools: 

It was extremely dangerous for the State ever to allow the young 
to go forth v:i th out having their judgement properly developed.. At 
present many of the young people went out to becoffie citizens 
without having any knowledge of politics and economics. In conse­
quence of their ignorance, they fell prey to the ar£Uments of 
agitators, whos€ fallacies they were unable to detect, and in a 
few years they were merr,bers of that class which was a source of 
unrest to the cow.munity. 6 

The Mount Eden Branch remit was passed with a substential ma,jority, 

and the extent of Institute concern over the whole problem of miJ.itant 

socialist agitation was reflected in the very first issue of its 

official organ, NationaJ. Education. The editor, C .J. McKinnon, referred 

to "the grim figure of revolution" that had arisen in the form of 

militant Labour and described the industrial situation in New Zealand 

as one of "menacing unrest 11 : 

5. Ibid. F. L. G ombs was a Wa.ira:rapa headmaster, later to become 
President of the Institute in 1927-1928. SE;e belmv, p.184 .• 

6. Ibid. L.F. de Berry, M.A. Dip.Ed. (Otago), was at the time of the 
Conf'errmce, Headmaster of Marton District Hig:b_ School, about 42 kilo­
metres northwest of' Palmerston North. De Berry had been a membeJ" of 
the Institute f'or m.".ny years and was pre :-ident in 1917. :;:,ater, he 
became Pr:incipal of' the Dunedin N orma1 School ( 1928), and was P:'.'.'esi.dent 
of tht:: N E,w Zeal mid :Ffoadr,nsters' A:c.sociation ( 1930). His j.nte:::·est in 
mak:i_ni, oc.ue: 2,ti on more relevant to th8 needs of an increasingly indust-

. 7 -: '"'.,,.,.:J ~ n,•.-: :::.tv \\'" s dPn10ri c-trat0d throuc::h h:L s 1 ong-standing cont:d.butio:cu, rJ_a ___ 1_f)c:!'..1. .,:l .... V-L·-- o.1 .-_._.... _...... -'-' - C; 

to WEA sumrn,.:r school activities. 
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New Zealand at present is experiencing what on the surface appears 
to be a series of' sporadic strikes. Actually they may be 
demonstrations :i.n the nature of patrol operations screening the 
movements of the extremist forces in industrial strife. 7 

The use of military terminology to describe 11 ••• the astonishing 

penetration of Bolshevik propaganda" was illustrative of the contemporary 

tendency to view the militant socialist challenge as part of an aggressive 

campaign organised. on military lines. 8 The editorial did go on, however, 

to suggest that education could make a valuable contribution towards 

discouraging the state of mind which saw " . • . 1 Red Labour' on one side 

and 'Big Money' on the other", and instead encourage the view that 

society was based on unity and cooperati9n. 

The following month, National Education again returned to the 

problem of militant socialist agitation amongst youth, this time advocating 

an effective school history and civic~ course as the best long-ter~ 

solution. The magazine's editorial quoted Lewis S. Mills of the 

Connecticut Board cf Education as having criticised citizenstip instruction 

in much of the Unite<i States as "bookish". Mills apparently regarded this 

as very dangerous, claiming that "with the chaos of Russia before us, with 

the alar-,.1m of' Bolshevism echoing across our hills, the task of teaching 

citizenship that saves and serves, that cooperates, that does not expect 

something for nothing, that respects humanity, becomes real". 

The editorial went on to point out that " ••• a well knmm New 

z88_1and school inspector [had] said something to the same effect recently". 9 

Vfnile the irn,pector was not identified by name, criticisms of history 

• • _.;_n 1,1 ew Zealand primarv 5ch0ols was certainly common among and c:1.vics ., • _ J 

inspectors at this time. In their rer;ort for 1919 the Auckland inspectors 

----
7. Ibid., pp.11-12~ 

8. Ib:i.cl. 

9. ~.52!-:..'.:l_]:ii~ication 1919, p.21. 
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deplored what they considered to be an undue reliance on historical 

readers and rote learning in civics instruction, claiming that " 

nothing {5:ould] be regarded as a substitute for viviu. porsonal teaching" . 10 

The Otago inspectors believed that teachers returning to the profession 

after serving overseas with the armed forces could give sagging civics 

programmes in their schools a much needed boost--" ... by their noble 

example", which could not fail " ... to have a lasting effect on the 

11 
conduct of those engaged •.• " Like their colleagues in Auckland and 

Otago, the Canterbury inspectors deplored the excessive reliance on 

"textbook civics" and stressed the necessity for a civics cou:rse which 

would teach pupils the duties and responsibilities of citizenship: 

It is very necessary that the feet of our pupils should be 
guided to the openings of the road to good citizenshj_p, as 
strong and insidious forces are at work in certain quarters 
which may lead sooner or later to the uisruption of society and 
of the general happiness of our people. 12 

The revised syllabus whicr, appeared in September 1919 and went into 

operation in the primary schools early in the following year went some 

way towards meeting these re corrnnendations. The adoption of a concentric 

system of approach, together with the reorganisation of history, civics 

and moral instruction under the general heading "MEu1 and Society11 was 

intended to make instruction more purposeful. 13 The syllabus laid stress 

on the fact that " ... history must not be taught from books in the first 

·instance", though books were recom.111ended for the revision and memorisation 

14 of class wo:rk. In civies and moral instruction, more attention was to 

10. AJJ-I_];, 1920, E-2 (Appenclix B), p.iv. 

11. Ibid., p.xix. 

12. Ibid., p.xvi. 

13. See below, p. 140. 

11.i. 1919 Syllabus, p.24. 



be paid to instilling children with work habits that would contribute 

to greater industrial harmony in the future, including pride in work­

manship and recognition of " ..• the dignity of all honest labour, 

especially manual labour11 • 15 

One of the most significant innovations in a syllabus that 

introduced relatively few maj@r changes, was the emphasis placed on 
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the inculcation of loyalty and patriotism. In the 1901¼- Syllabus, loyalty 

and patriotism were subordinated to the larger task of character 

b • 1a. h. h t b d alt • th • • d tl • 1 • t t • 16 u1 1ng w 1c was o e e w1 1nc1 en y 1n mora 1ns rue 10n. 

In 1919, however, these two qualities permeated much of the suggested 

course in history, with the patriotism of Simon de Montford and Queen 

Elizabeth's love of England being identified as vital to the gro~~h of 

17 
British greatness. Colonial expansion had been a history topic in 

1904, but like loye..l ty and patriotism it was merely part of a long 1list 

to be covered in a limited period. 18 In 1919 there were explicit 

directions to teachers on how a lessen on colonial expansion could be 

utilised to provide a basis for further instruction on the causes of 

British ereatness, the sources of her present strength, her future 

destiny in the world and the qualities required by her people to realise 

that destiny. 19 This new stress on loyalty and patriotism was acknow­

ledged by Parr himself, who later claimed that one of the major educational 

accomplishments of the early post-war years had been "the revision of the 

school syllabus in history and civics emphasising the incl.!llcation of the 

20 
principles of patriotis;n and loyalty to King and C ountry11 • 

15. Ibid., p.82. 
16 Syllabus of Instructlon for Public Schools, ~ 90l1-. New Zealand Ga,:,:etto 

• 1904, p.1085. Ne~§;;Loncl Gazette hereafter cited as NZG-. 

•i7. 1919 Syllabus, p.79. 

18. I'l~.9., 19011-, p.1086. 
19. 19·19 Syllabus, p.81. 

20. !w._f~, 1922, E-4, p.3-
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2. Countering Disloyalty 

Despite the improvements introduced by the 1919 Syllabus, criticism 

of history and civics teaching continued. In 1923 the Taranaki inspectors 

complained that "the practice of giving pupils extensive notes copied 

from the blackboard or from the teacher's dictation still largely 

prevails 
21 

a practice that cannot be too strongly condemned". 

Wanganui inspectors deplored the fact that teachers 11 too often 

show[ea] want of continuity and fail [eci] to provide for impressing 

upon the children, elementary ideas of the growth and development of the 

nation and its ins ti tutions11 • 22 The lack of purpose that still charac­

terised much history and civics teaching was swnrned up by the Auckland 

inspect ors when they admitted that many teachers 11 ••• failed to realise 

that the most import'illt aim is the making of the citizen". 23 Rural 

children rared particularly badly, and inspectors in thinly populated 

Taranaki claimed that the majority of teachers showed 11 ••• little 

t t • • th t • t • • • 11 24 in eres in ei er pa rio ism or civics . 

Undoubtedly Parr was aware of the continued spate of criticism 

concerning history and civics. Whereas tear::hers an~ inspectors generally 

sought to counter the impact of militant socialist agitation on youth 

through further improvements in the syllabus, however, Parr was becoming 

increasingly doubtf'ul if these measures alone would prove sufficient to 

meet the challenge. Evidence reaching his office increasingly underlined 

the fact that socialist propagandists were not prepared either to listen 

to rational argument, or to respect cherished institutions in their 

desire to influe!lce the minds of the young. As early as February 19-17, 

nn overt challenge to the whole philosophy of New Zealand education had 

been made by the opening of _a 

at Christchurch. 

-------
21 . 
')" 
l_.c: • • 

23. 
21.... 

A.Ji:1_i, 1923, E-2, (Appendix A.), p. iii. 
lb:'. c.. ~ p. i:i. 
Ib:lc1., p.j_ii. 
Ib:icl. 

Socialist Sunday School 
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The School's rapid growth attracted public concern and the Govern­

ment acted swiftly, forbidding further sessions a.~d gaoling its first 

instructor, J.H. Chapple, for eleven months. 25 In early 19·19 the School 

reopened under another instructor, and by May of that year supporters 

jubilantly claimed that it had an average Sunday attendance of 83 

children. A second Socialist Sunday School opened at Palmerston North 

in October 1920, followed by a third in Auckland during May 1921. 26 

Advocates of the Socialist Sunday School saw its primary function 

as one of counteracting the dangerous emphasis on patriotism and nation­

alism promoted in the public primary schools. Accordingly Socialist 

Sunday Schools taught children, " ... the gospel of love". 27 Ironically, 

in their enthusiasm to neutralise the "bias" of public schools they 

produced ceremonies startlingly similar to the patriotic observances 

they so bitterly opppsed. At a social evening held at the Palmerston 

North Socialist Sunday School on the occasion of its first anniversary 

there was a special programme of songs, dances and recitations put on 

by the children. The hig..1-ilight of the evenine was a special ceremony 

entitled, "Our Flag", during the course of' which a Red Flag " •.• which 

had been made by the loving hands of the children and teachers was 

28 di splayed 11 • The evening concluded with cake, lemonade a.D.d the singing 

of "Auld Lang Sync", activities worthy of the most jingoistic Nav.f League 

presentation. 

25. MW 2~ May 1918. The Reverend J .H. Chapple· was well-knovm at the time, 
fo~ his unorthodox political and religious views. He first became a 
national figure after his resignation from the Presbyterian riUn:i.stry 
:following a sensatior.al heresy tr-i_al at 'l'imaru ~n 191 0. ~ndaunted, Chapple 
·oined the Unitarian Church and later became :i.ts leading preacher. 

t ino- the First World War he was a conscientious objector. After the 
ur o U ·t . . . .j.. • T" ,::i Armistice he continued his career as a n:i_ ar:i_an m1.n1.,:;ver ::n 1.ma:cu an'-' 

· h" t· t ·r 192c: Cha~pl,-. 1 ~ _.L +--Lme" "'"'ffiG'"h. a+· in Christchurch unt2l J_s re :i.rernen. 1.: :J: . •i:-' v .,, ,,.,.,. u. .., .,~, ". u 

bir;arre fusion of Christian and soc~al:tst pr:i.n:-:t?les rwere illustra;ed. :in 
h . rct-s p·Lib, J.. c"'tJ.· on<' ·-,rnonc- which were, Ihv:ine N Aed of the ReJel, ... J_s n1...une , l .L u .. - ....... >, (..... u 

,.,,.,c3 f"T'hr~ Dr,b,~7' ", V' c;l on Splendid. 
(."J,.1..1 ..Ll. , J\ --:. __ ,... .. -..L .__ -- -

2 6 . 'Nl'-N, ~'. J un rc: 1 9 21 • 

27. Ibd. 
"c, '1"'1 " N ove rr:bo r ·: 92-i. '-"• _i_J_y· ~ L. 
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Socialist Sunday Schools specialised in teaching children a broad 

type of Christian Socialism in which love, tolerance and huma~ brother­

hood were emphasised rather than revolutionary propaganda. This message 

was reinforced in a special section of the left-wing newspaper, the 

Maoriland Worker, entitled somewhat extravagantly the "Sunbeam's" column. 

The "Sunbeam's" column was edited by "Uncle Ted", who through short 

weekly articles attempted to counteract what he considered to be the 

dangerous connection between education and "militarism". In March 1921 

he explained: 

I must tell you why you have got a military machine, and why at 
school they are trying to fill your heads with the glorification 
of militarism. Soon I will tell you, but I hope you are saving 
these letters so you can follow them, and to follow them you 
must refer back again and again. 29 

Had any readers expected a clear answer to the question of why 

"militarism" was taught in schools, they would have been disappointed. 

Although "Uncle Ted" made several references in his articles to "the 

evils of capitalism" and "the inequalities of the capitalist system", he 

did not attempt to analyse the shortcomings of New Zealand society in 

any depth, much less introduce children to Marxist eccnomics or history. 

Instead, he constar1tly reiterated his basic conviction that "God is love 

and love is a God". Readers were advised to refrain from anger if 

persecuted by over-zealous education authorities and merely to " send 

good thoughts and become god-like". 30 

The column did, however, include a correspondence soction through 

which children and their parents could express their frustration with 

the patriotic bias of public primary schools. Each week, letters 

described how hardships were overcome and injustices borne by families 

who were stri vh,g to give their children a good socialist upbringing. 

------------
20_1 • MW. 2 }forch 1921 • _, 

_30. Ibid. 
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Typical of the letters received was one by Jane Brenkley of Norsewood, 

who complained that though her children were compelled to salute the flag 

at school, she told them at home " ... not to be like heathens and worship 

31 a bit of coloured rag". Referring to the Brenkley children, Uncle Ted 

warned, "the real worry, Sunbeams, will be if you let anyone make you 

believe that this country can do no wrong 

~my country-right-or-wrong-principle' ".32 

that is what is called the, 

Although no figures exist as to the total number of childTen who 

attended Socialist Sunday Schools or read "Uncle Ted's" column, it was 

in all probability very small. Despite this, the fact that a socialist 

alternative to the philosophy of the public schools existed at all was 

enough to provoke a strong reaction from education authorities. On 9 

May 1921 R.H.A. Potter, wrote to the New Zealand Herald to suggest that 

the Union Jack should be flown at every school, every day in the school 

year in order to impress on children and their parents 11 ••• the duty of 

loyalty to King and Country". 33 The following day during the course of 

an interview, Potter went on to claim that the influence of increasing 

disloyalty in the community upon children could be co1.L.Y1tered through the 

introduction of regular Flag-Day parades at the City Domain, as this 

t • al 1 • d ·t· h" 34 would give school pupils a prac ic esson in goo ci izens ip. 

Potter's suggestions met with the immediate approval of several city 

school committees, among them the Ponsonby Schools' Commj_ttee which 

asked the Auckland Education Board to ensure that all headmasters of 

.Auckland Schools were doing their utmost to encourage the development 

of regular school patriotic ceremonies, including £'lag-saluting and the 

singing of' the National Anthem. 35 The Auckland Headmasters' Association 

32. Ibid. 

33. NZ~, 3 M1.w 1921. 

34. NZH, 10 May 1921 . 

35. lG.U, 12 l1in.y 1921 . 
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was more cautious~ While agreeing in principle with Potter's suggestion 

to hold regular Flag-Day parades, it pointed out that there were con­

siderable practical difficulties to be overcome including the problem 

of transporting children to and from the Domain, and of coping with 

uncertain weather conditions. 36 

The Auckland Education Board, aware of the interest aroused, 

discussed Potter's suggestions in some detail before deciding on a 

compromise proposal of its own. Although Potter's original idea of a 

central venue for regular Flag-Day parades was ruled out as impractic­

able, it was resolved that henceforth, the second day in June each yea:r 

would be set aside for annual loyalty demonstrations of some length at 

every school in the Auckland area. 37 

In Wellington, Parr had already committed the Education Department 

to resolute action. In May 1921 new instructions for teachers were 

38 
inserted under the civics section of the syllabus. These instructions 

began by identifying the main a:im of school civics and history teaching 

as being to instil love of country, race and Empire. Reference was made 

to the necessity of selecting lessons which would stress the cooperative 

nature of British society, not only on the part of "... the various 

Dominions within the Empire, but on the part of every section of the 

community within which we live 11 •
39 

The most important section of the instructions, however, concerned 

the introduction of compulsory flag-saluting for every school in New 

Zealand: 

__ .... __ 

36. Ibid. 
-,--, 
:> i • NZE, 19 :May 1921 . 

38. NZ1:!_~ 27 Ma,y 1921. 

39. Ib:i rJ .• 



... at every celebration, and at the beginning or end of each 
school week, the New Zealand flag or Union Jack is to be saluted 
and the National Anthem sung by teachers and pupils in the 
p1•e::;cnce, where possible, of the whole school. A record of these 
ceremonies is to be entered in the teacher's workbook under the 
heading of civics, and examined by the inspector. 40 
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In justifying compulsory flag-saluting, Parr spoke of the need to 

counter "disruptive influences" within the community. In particular he 

stressed that "even children were not immune from these influences, 

for there were so-called Sunday Schools in New Zealand where ideas were 

inculcated which treated with contempt national feeling and tended 

strongly towards revolutionary socialism, also class warfare, which were 

not proper subjects for Sunday schools". Instead, school children had to 

be " ... encouraged to love their country and their Empire". 41 

Some indication of the concern the Socialist Sunday Schools had 

caused is afforded by the degree of approval compulsory flag-saluting 

gain~d from school committees. The Remuera School Committee claimed 

that its headmasters ensured that the flag was saluted and the National 

Anthem sung every morning. 42 The Grafton School Committee passed a 

d t ' M •• t 43 resolution supporting Parr's action an sen a copy to tne .. 1:rnJ.s er. 

In response to the large number of enquiries from teachers as to the 

precise form flag-saluting ceremonies should assume, the Chief Inspector 

of Primary Schools, T.B. Strong wrote a series of two articles for 

publication in the new Education Gazette. 44 These articles were 

intended to give teachers some idea of the philosophy and spirit behind 

the inshuctions, and to provicle some practical suggestions as to hov1 

they could be be .st implemented in the school. 

}i.0. Ibid. 

4-1 • Ibid. 

L12 .NZ~!, 29 May 192·1 • 

43.N%1-i", -; ,June 1921. 
f' p • • • • 11 d "" 1 t. th Fl 11 Stl'ong, "The Inculcation o_ .<:rt:rJ.o·tJ.srn , an ,:a u ·:i.ng e ag • 
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In his first article, "The Inculcation of Patriotism", Strong 

began by welcoming compulsory flag-saluting as " a counterblast 

to the openly expressea disloyalty that woulc., if it could, tear the 

Empire asunder and wreck social peace". 45 His suggested weekly patriotic 

ceremony included flag-saluting, patriotic readings and the singing of 

patriotic songs. During the course of the normal school week Strong 

envisaged that this ceremony would be reinforced through appropriate 

lessons in history, civics and geography. 46 The comprehensive nature 

of these suggestions was evidence of Strong's intense concern with 

what he regarded as the "il:!lpressionable nature" of youth. Consequently 

he continually sought the best means of channelling youthful idealism 

into "self-sacrificing patriotism". In a passage strongly reminiscent 

of Benjamin Kidd, Strong argued that "the extraordinary intensity of 

the emotion, of the ideal, in the mind of the child, and the part this 

faculty plays in producing that capacity for sacrifice upon which 

civilisation rE:sts, must always be kept in view". 47 

Along with the instructions governing flag-saluting Strong's 

comments on the inculcation of patriotism demonstrated a new awareness 

of the child's malleability. Both Parr and Strong, like many others, 

were coming to realise with some trepidation that malleability, especially 

when coupled with youthful enthusiasm and lack of practical experience, 

spelled vulnerability. This meant that the school, and more particularly 

each individual classroom teacher, had a crucial role to play in the 

creation of loyB.1 citi'.7-ens~ That the Minister had seen fit to make 

4-5. 

46. 
47. 

Education Gazette, 1 November 1921, p.2., -----------
Ibid., p. 3. 
Ibid. See especially Benjamin Kidd, The Science of Powar, London: 

Methuen, 1 91 8. 
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flag-s~luting compulsory at all, was a strong indication that he 

seriously doubted whether all teachers could safely be entrusted with 

such a responsibility. 

Once suspicion o!' this nature existed, it was only logical for the 

Government to ensure that all possible steps were being taken to 

guarantee the loyalty of every teacher. By early June 1921 there was 

no real evidence to suggest that the Government intended to introduce 

compulsory loyalty oaths for the teaching profession. Only a small push, 

however, was now necessary to start the inexorable process in motion, 

and that push was about to be provided with dramatic suddeness. 

3. The Weitzel Affair 

On 19 June 1921 Hedwig Weitzel, a graduate of Victoria University 

and a student of Wellington Training College, was arrested under the 

provisions of the War Regulations Continuance Act, for selling subversive 

literature. She had in her possession a number of copies of The Communist, 

a pamphlet of Australian origin which advocated the violent overthrow of 

parliamentary democracy. One of the pamphlet's main themes was that no 

reconciliation between Capital and Labour was possible, thus it 

followed that "propaganda should lead the struggle against that plague 

of the trade-union movement of the world fiiiJ , the policy of 

reconciliation with the bourgeoisie, and against the hopes of peaceful 

. . . t . 1· " 48 transition from capJ. talJ.sm o soc:i.a J.Sl!l • 

This was certainly subversive material according to the definition 

provided by Bell some six weeks previously.49 Weitzel did not deny 

48. Quoted from The Communist by Parr, in response to an inquiry by the 
Governmeat Member for Waipo.ra, Sir George Hunter. (~g:'_l?_, vol. 191, 

1 921 , pp. 461 -./1-62. 

49. See above,p.98. 
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having distrituted these pamphlets but in the Wellington Magistrate's 

Court she pleaited "not guilty", claiming that she had not been informed 

that such literature was banned. The Police alleged that she " ... knew 

quite well all the risks she was taking in dabbling in a matter of this 

kind". Her parents, they argued, had been " ... decidedJy anti-British 

" during the Great War. The Weitzel' s house was described as having 

been the wartime rendezvous of " ... anti-militarists and revolutionaries 

of a pronounced character". Since the end of the War Hedwig herself 

had been frequently observed in company with well-known Communists and 

" . • • was as much a Communist at he art as any of the Party" . 50 

Such damning evidence made the verdict a mere formality. Weitzel 

was fined ten pounds, her studentship at Wellington Trf11!'1in~ Co17e8e.. 

abruptly terminated and her Teachers' Certificate farte,fe.d for "gross 

misbehaviour". While the sentence as a whole was intended as a stern 

lesson, the trivial fine imposed suggests that viewed purely as a 

distributor of banned literature, Weitzel was a comparatively small 

51 catch. Several aspects of' her case, however, set her apart from 

others convicted for similar offences and created widespread interest 

and concern which was to have ramifications far beyond the incident 

itself. 

First, Weitzel' s Gerrnari ancestry enflamed still smouldering wartime 

hatreds. When Holland subsequently stood up in the House to attack the 

Government's handling of the whole incident, Parr countered his arguments 

by dema.11.ding to know where Weitzel's father had been during the "German 

50. }iZH, 20 August 1921 • 

51 . By contra.st, Thomas Stych and Alexander Shemock ( see above, 
p. 96 ) ,were each fined. twenty-five pounds w~:ile the Swede Eduard 
Johnson ( see above, pp. 97 - S)c.1), was ga.oJ ed t O:t' th:i:'ee months. 
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War". 52 Court al legations that her family had been anti-British proved 

equally damaging. Second, Weitzel' s position as a trainee teacher made 

her appear a far more sinister threat to society than were the numerous 

booksellers that had previously made up the greatest proportion of 

comvictions for the distribution of seditious literature. Her case 

underlined the urgency of ensuring that all teachers were loyal. As 

Parr was on~n}y to put it some weeks later, "if you are going to have 

disloyal teachers, you are going to have disloyal children". 53 

Third and most important, was the impact of the small drama played 

out in the Courtroom itself. Seventeen female students from the Wellington 

Training C allege had been present at the hearing, and were alleged by 

the constable in attendance to have subsequently contributed money towards 

her fine. This brought the whole quest ion of militant socialist influence 

at both the Training College and Victoria University College into 

prominence. Ever since becoming Minister of Education in 1920, Parr had 

been troubled by the extent of left-wing sympathy among the staff and 

students at these institutions. 54 Now, in the face of sol!le concrete 

evidence, he was prepared to act swiftly. A somewhat reluctant Caughley 

was instructed to write to tho Wellington Education Board and to the 

University College Cow,cil, requesting a full inqui~J by each of these 

bodic s into whot Parr termed 11 ••• the serious issues raised by the 

Police Court case". 55 

The Wellington T!'aining College ing_uiry began in early September. 

It was conducted by Caughley himself, and the investigating committee 

comprised three members of the Wellington Education Boa.rd including 

52. ~~~1:P.., vol. 191, 1921, p.970. 

53. Ibjd., p.934. 
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its chairm&~, D. Forsyth, two members of the College staff and one 

representati.ve of the Students' Association. From i:ts outset, the 

inquiry concerned itself with three main issues. These were first, 

whether the court attendances of the seventeen students and their 

subsequent contribution towards Weitzel's fine was evidence of their 

support for Weitzel' s views, second, whether these students were aware 

of the circulation of any militant socialist 11-tGrature among other 

students at the College. and third, whether there was any evidence that 

students were subject to subversive influences when attending lectures 

at Victoria University College. 

By 9 September the inquiry was complete and a day later, the 

New Zealand Herald printed extracts from Caughl,ey' s report of the 

findings under the heading, "Baseless Charges'' . 56 While all seventeen 

students admitted under close questioning that they had attended court 

out of personal sympathy for Weitzel's plight, they denied having 

offered any support for her offences, or having contributed to her fine. 

They strorigly rejected any suggestion that Weitzel had ever attempted 

to influence their political views. 57 A thorough investigation had 

failed to reveal any evidence that milltant socialist literature was 

58 
being circulated around the College. Moreover one of the committee 

members, Forsyth, had been strongly critical of both the prominence 

given to initial allegations against the seventeen students, which had 

apparently been based " . . . solely on the 'ex-parte' statement of a 

police officer, in which fact and illicit inference were strangely 

56. 

.57. 

NZ'.:I, 1 O September 1921. - • 

Ibid. Though Weitzel claimed in court that she had on several 
occasions discuss,3d II sociological questions" with other students. 
(NZH, 9 Si::ptember 1921). 

NZH, 1 o September 1921. The inquir~ ~nto Victori1:1 Universit! ~ollege 
-zoriductecl b,v the Council reached s·Lmilar conclUSJ_Ons, thougn it was 
revealed th::it sorne students owned co,)ies of books ba~ned under the 
War Rc~gulations Continu0.nnce Act. (See Seaglehole, p.19-3). 



mingled . . . and the u"l.necessary circulation through the press of such 

mischievous L'Umours before the slightest investigation". 59 

Despite these criticisms, the Weitzel case brought the question of 

teacher loyalty home to both the profession and the public in a way few 

other developments co1.1ld. On 1 September, before the Training College 

inquiry actually began, a National Education editorial expressed the 

hope that the authorities concerned would" ... not shirk the duty 

which lies upon them of removing the offender {!eitze1] from the service 

at once". 60 Most daily newspapers gave generous coverage to Weitzel' s 

hearing, the subsequent inquiries, and the implications of the whole 

incident for education. On 7 September the Manawatu Daily Times came 

out in strong support of Parr's actions: 

If' the Minister of' Education had permitted a young lady of Miss 
Weitzel' s peculiar mentality to enter the teaching service, he 
would have earned the reprobation of every patriotic citizen in 
the Dominion. He has done the right thing in removing her from 
a position in which she might do incalculable injury by the 
diseminating of' doctrines of a pernicious character. 61 

In the next day's issue, the editor of the Times repeated his 

earlier expressed belief' that " ... the great body of the people ... 

enci.orse [§] the action of the Minister". 62 He was probably correct in 

his assumption. For weeks after tho release of the report on the Training 

College inquiry, newspapers aro~d the country continued to receive 

letters from correspondents outraged at Weitzel's behaviour. As late as 

19 October, the New 7,ealand Herald published a letter accusing the 

Victoria University College Council of being sympathetic towards 

11 revolutionary sooialism" because in a relatively short space of time 

the College l~ad produced a ·r.German professor [\'on Zedlitz] and a student 

. th II GC'>rm~n sounding name'! lwei tze:il , both of whom had proven wi ••• a ~ =• ~ j 
63 

to l>c d:~sloya1. 

--------·------•--"-
59. Thid. 

60. 
61. 

63. 

I~~~' 
M.!21~~' 
'!\I 1/ T j 
~.•:..!. •_ C' 

7 September 1921. 
p '--~ yc,-/·0-r·;.,cr 1 :::121 ..._,, ~-•(_j1_,1~_,.,.J I~ I.,/ • 

p.301. 



Such public concern, especially when allied with Parr's single­

minded determination to uncover disloyalty and the Government's desire 
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to combat militant socialism, was bound to have political repercussions. 

Parr had taken a close interest in the Wei-t;zel. case since its beginning, 

and as early as 25 June had informed reporters that he would be taking 

proposals for teachers' loyalty oaths before Cabinet in the light of 

recent revelations of disloyal influences - both in the teaching service 

and in the community. 64 Final approval for the measure, however, had to 

await Massey's return from the Imperial Conference on 30 September. On 

13 October, with public interest still high, Pa.rr informed the House that 

a Bill embodying a compulsory loyalty oath clause for teachers would be 

introduced in the very near future, because 11 ••• anyone in the capacity 

of teacher of the you.Dg ought to be above suspicion of disloyalty to the 

country and its laws". 65 

Over the next few days the House heard further evidence that 

subversive influences were at work within the schools. George Sykes, 

the Independent Reform Member for Masterton, asked Parr whether he 

heard that eleven out of twenty-four pupils had refused to salute the 

flag at a Wellington suburban school. Parr was able to assure him that 

not only would he take appropriate action after first discussing the 

matter with Caughley, but that he was already considering a similar case 

. Ot 66 involving a school ~n ago. Just a few hours later, Parr referred to 

yet another case, this time in Christchurch. 

64. NZ~, 25 June 1921. 
65. ~, vol. 191, 1921, p.463. 

66. Ibid., p.932. 



When the promised Education Amendment Bill was finally introduced 

into the House on 28 October, members were in an expectant mood. Much 

of the Bill was ta~en up with the re-definition of the administrative 
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and financial responsibilities of education boards. While this in itself 

included some controversial issues, the clause destined to attract the 

most criticism concerned teachers alone: 

On and after the first day of April, nineteen hundred and twenty­
two, no person shall be employed or shall continue to be employed 
or shall act as a teacher, in any public school, secondary school, 
technical school, Native school, or primary school unless, in the 
case of a British subject, he has since the passing of this Act 
made and subscribed the Oath of Allegiance, and, in any case, he 
has s-;nce the pas~ing of this Act made and subscribed in the 
prescribed form an oath that he will not, directly or indirectly, 
use words or be concerned in any act which would be disloyal to 
His Majesty if such words were spoken or written, or such Act 
was committed, by a subject of His Majesty. 67 

Government members were at some pains to stress that loyalty oaths 

were both justifiable and necessary. Parr opened what was to prove a 

lively debate, alleging that "there is, creeping into the teaching 

68 
profession, a spirit of Bolshevism that needs to be suppressed". Other 

speakers from the Government benches added their own suspicions to those 

voiced by Parr, the most damning criticism of all coming from the Member 

for Wellini:;ton North, Sir John Luke, who complained that II the 

influences abroad in teaching were not the best and trnest ideals" .69 

Supported by a number of Liberals, Labour members fought the clause 

bitterly. Their efforts, however, were of little avail. The Government's 

sizable majority in the House was more than sufficient to carry the day, 

despite the defection of two of its members. 70 

67. Education Amendment Act, 1921-22, 12 Geo. V. Statutes, clause tvv0, 
pp. 263-264-. 

68. _tJZPD, vol. 191, 1921, P•f4,S• ,' 

69. Ibid. 

70. See below, p.151+. 



From April 1922, every teacher in the Dominion would be obliged to 

sign an oath of loyalty or risk dismissal. The patriotic fervour of 
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the early post-war period had reached out to engulf not just the schools, 

but the teaching service as well. 

, ,,, 
Resume 

The widespread fear of Bolshevism which characterised the early 

post-war period in New Zealand had a stro!lg impact on primary schools. 

Educationalists were not exempt from the general anxiety around them, 

and their experience with young people made them acutely aware of the 

opportunities that unsophisticated school-leavers unwittingly offered 

to the propagandist or agitator. Many teachers and inspectors looked 

to improved history and civics courses as the most effective long-term 

means of protecting children from these undesirable influences. They 

assumed that armed with a thorough knowledge of his own heritage and a 

clear understanding of his country's political system, the future worker 

could counter the seditious arguments and false logic which constituted 

left-wing extremism. 

For the Government, however, strengthening school history and 

civics courses, while valuable, was not sufficient to ensure the safety 

of the Dominion's youth. The determination of the rrQlitant socialist 

knew few bonds, and the growth of Socialist Sunday Schools 

increased Government fears for the children. Clearly, sterner measures 

were necessary. The introduction of compulsory flag-saluting in the 

schools was highly sic;nificant, because it not only demonstrated the 

Government's willingness to act firmly, but also indicated its growing 

doubts concerning the degree of' trust which could be placed in teacners. 

Suspicion and distrust ensured that the Weitzel case would be a 

decisive turning point. Weitzel' s German ancestry, her student-te::c,,cher 
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background and most of all, the fact that she was soon to be instructing 

children in the very principles of good citizenship upon which the 

future of the nation depended, brought matters to a head. The outcome 

was the introduction of loyalty oaths for teachers, patriotism's most 

significant impact on the primary school. 



Figure 2. Oath of Allegiance. c. 1936. 
Loyalty o~ths continued to be a requirement 
for entry into the teaching service, and in 
slightly modified form, are still provided 
for by the Education Act, 1964 (clause 162). 
The unique cc~bination of circumstances 
which had led to their introduction, however, 
had been dissipated by the 1930s. 

(Institute Files, 
Wellingtor,.) 



OF 

(Scrfi,m 11, Ed11catioi1 A111e,irl111eJ1l Act, 1!1.81-:2.?.) 

J, __ . _______ --· ·· ·- _____________ -·----·---·---,of ________ ____ _ 

ji~])\\"AHil TllE ]•~j(;11TH, hi~~ heirs and snccc•ssors, ,h'c-Ording tli law, i;u HELP ::.1:-; Goi1. 

_________ , this 

______ day of_ _____ . - ·- --·-----, 

193 in the presence of--

.Justice: 0£ the Pence. 
o;• Solicitor of Snprcme Court. 
or Chairman of Education Bonrd. Se~ondai·:· 

Sc>hool Bo,ird, 'J'ec]mic,1 l Sch0ol Bc,ard, or 
Se:iwol Comrnittc,,. 



SECTION 11, EDUCAl'ION Al-.1EN.DMENT ACT, 1921-ZZ. 

(1) On arnl af1::r th" first <l:;~' pf .·\pril, nillc1,•(•J; h1,1alru1 ..;11<1 iy;c•11ty t,~·0, JW p0r;;o_n 
shall J;.; t'lll)lloy(';.1 01· shall ,·on1_im,(• to lw emJJloyer], 01· sl,::D _::r·~ ,,-.; ~•, ,var•]wr, rn_ a11:, pnhh(' 
f;i•liooL sr·ermda1y scliool, t,·chmc·a1 ,ieho,11, rn<lO\n:d c,•!,,,:,1, :;--.;:itffe sr:,iool, or ]>l'J\",ile seLool 
mil0ss. ill thr emw of H Bl'i1isl1 :;11bjL•(•t, l1r has si11•.T r:ic p;i<;sing nf this .\<.:t l!t::<l1• ,1iJ_,l 

fmhsc·rilwd th<· oath of :!llc;!i:rnr·:·, and, i11 a11~· other <·,:.<.', hr_• Ii:::, si11c·t' 1h0 p;:s-:iui of 1h1s 
Act rnadl' a;1d snhsr·rilwll jn ,l:1_· Jll'P!•Wi•i]1c1] :for:n nn Palh ih,,,· hl' \•;ill not, ,li 1·:,•;h·. 11sc 

won],-, •JI' Ii,: 1·<1IIC("'Jle<1 ili au,· ,H'1 "·hi<'h would 1,e <li·-:lr_1,:,l to JI;:-: ::\i.,:.iv.-.;1·.-·if ,;,wl< ,,,-,,:·<1', "''-'J"/.' 
spok•:11 u1· 1•.-rii1en. u1· :-:w·l1 :'wi \Ym; rr,11): 1,ith·d, h~.- a ~;,;h.i,,t·t •Ji' Jjj,-. J.1:ij~•~·ry. 

('.:.:) .'\r•1hing hc·i-,·in sl1ail hr"'-' <:>ous1r11ed ;.,:,: 1o n•<:1l'ir-t 1L<· Jll'OYisions oi" s1_•(·li0;1 fiJty 
of the E·:i,:ll·Jlt'-' ,-\ct, l!JOE:, wlwrch:v ew•ry 1wrson is t·ntitk.1 ns <,f !'i;!ht to make hi:-: s1Jlt·m11 
a.fiir;11;1t iun msll':d of 1;1J;i;w :m oath. 

(8,' :'~ll1i:i11g in section ·1e11 of the Pr•.1rnissor_y 0::1lis .A,:t, ]<l(l\ sh:1ll li111it n1e o:,(•r:ition 
of iii i.~ s•.\Cf ioJJ. 

(.J.) A1~r oath 01· af:ir!l!:lt )(l]l )'('(Jllir,•,.1 to be· T!l,l!k mH.li:l' 1!11:- ,-.p.-j !fll! 1•1:" i,:· m::rk ;in,.1 

sul,:;criJ.,,d b,:fm·t• a .Justiec or the P<·ac·c, ot· a soliei1m· of 11H· 81q1r~·nw (\,i:1·L ui 11:<' CL:i;,·mai. 
01 nn Ed111:111ion Bo:1nl Ol' 1;f the g-1Y,'C'l'i1i11g body or e,,ntr,Jlling ,,,,'.i11,,it.,· of ;1 sl•1•cndr,rY 
seiiooJ 01· tcr·lmir·al iwhool or of a f-ieh,ol Curnmilk,·. mid C\'l'J'Y sue], .1,;c-:tit<', sol: 1:ilo,·. ,mt.1 
Clw.i1·iu;;n n::-:ppr•.tivdy slwll bn\·,· ;;utl10rity to vdri°iii1iskr a1;d 1·e1·,-i\"l: ai1)· sneh o,,ih or 
ailirrHa,ic•li. 

(fi) Jf ~my pnsun is cnljiloy<'.d or c·nn1innes to hC' ('Til]lloyvd, rn· :i,·t,;. in ;i pri\·,,,e Sl'hnoi, 
i11 contrw:<.·n11011 uf ti1i:-' si:(•lion, thr 111?11n~crs 0f that. lJl'i\·:,tc- sdwol t·,•mrnit ,P1 0f,1,;wc, :md 
~:hall he joiJJily iiml se1·•~1-ally k1lJh- on smam.1ry con\'idion to a fi1h' of f.fty 111.n11:cl~. 

·-- ---- --- -·- ··- -- -­------ ---- ------- --

DIRECTIONS. 

In urdl't' to c·ompl,Y with tlw prnnsion~ of the ;il;un' sc-c-tion <:Yl'r.,· te:.iehu i<; tc, IT])'.';~! 
the o;.~th of all<·g-iunf'e ;,;~, priuh'd n,i the rJth;:-r sick of tLis paprr hc-i'nn· 01w r_,f till· J«·rc-:nns 
indiL•atf'd :n suhsedion (-J.), ;,;id tl:011 to in~bsnihc 1br n;11h ill hi~. pn,:;ener, c1nc] 1!:,· p,·rson 
before wlwrn the o;-i th is ta krn will tlw:1 si!-:n ~s a \\·1 tlwss. 1 n tJi,, c·asr of ~t::t ,-. !;'.·L.Jds 
hc;id 1,•adwi·s an· to fu;·•,\'[11'd th<-Stc papers y;fj(•n (•01;1p1,·i.il1 tc; 1lil' Edw·ntion e,!;;)·,1 OJ' (,tli('1· 

body by \\"horn they ,ll'l' vJJqiloyed. In nil n1hl'J· <·,\SL''', i11rlnilin~ p1·!,·,11L- a11<1 Jcn,:i!1!n:,Lo1i:1l 
school!';, tin· pnpvrs an· to l.,c ~ent to th,0 Dir<:et,i1· •;f l-;.-lur·nh:11. \\'i·lliw:lon. 

lf a kac-hcr preiert; to mal-:e a so1onn nffil'lllat io:: l•'orm Y.-'.:\ \Y'.1ir•]t n,a.,· h· 0htninl'J 
on upJ,lien1:nn to 1h 1.:, emplo:·ing: DoanL is to lw 11:-wd. 



The Impact of Pat riot ism: A Preliminary Re-examination 

The early post-war period saw a rapid expansion of patriotic 

activity in New Zealand primary schools. Much of the initial impetus 

for this was provided by the Great War, which created a society fe.r 

more intensely aware of patriotic obligations at both the individual 

and the natio~al level. After the signing of the Armistice there was 
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a fierce determination to pass on the lessons of those momentous years, 

and schools were the most obvious institutions for the task. Peace 

too, brought its problems, among which was the perennial q_uestion 

of New Zeala.'1.d' s continued security. The Dominion's isolated position 

in the Pacific £'ar from the realities of British naval power made New 

ZealandBr-s strong advocates of both the imperial connection 2nd a 

powerful Royal Navy. At the same time the claims of' the newly estab­

lished League of Nations were greetec. with caution and, occasionally, 

hostility. In the schools this was reflected in the stress placed on 

imperial topics in history and civics, and also in the favourable 

reception accorded the Navy League by most education authorities, in 

compai1 ison with internationalist organisations such as the National 

Peace Council. 

The most significant attribute of patriotic expansion during the 

early post-war period, was its ever-increasing emphasis on loyalty. 

The key factor in this trend was the fear of Bolshevism or militant 

socialism which, by 1921, ha:1 assumed considerable proportions in New 

z..eala.nd. As far as primary sehools were co:i:werned, the introduction of 

cornpulsory flag--sal1J.ting in M1:1y of that yea.r underlined the Government's 

sensitivity to the problem of' militant socialist agitation among the 

young, and affo:cclc,,d some indicRtior, of its determinatlon to resort, if 



necessary, to tough measures in order to protect school children from 

undesiratile influences. A month later, Weitzel' s conviction provided 

the impetus for the introduction of punitive legislation in the shape 

of loyalty oaths for all teachers. When this legislation finally took 

effect, in March 1922, it constituted yet another aspect of a strongly 

buttressed, well supported and apparently effective framework of 

patriotic activity in the prima;cy schools. In describing New Zealand 

primary schools during the 192Os and early 193Os Malone has written of: 

12l1. 

... the deliberate indoctrination of children with a pattern of 
concepts about the British Empire which for conve!lience may be 
called the imperialist ideology. The pattern included ideas about 
the monarchy, international relations and the rights and duties 
of subjects in peace and war. In particular it was a well-matured 
doctrine of not only the relation of the individual to the state, 
but of the member nations of the Empire towards the "Mother 
Country". These concepts as presented to New Zealand primary 
school children were moral in character and as dogmatic in many 
respects as any religious doctri!le which might have been taught 
in the schools under another regime. 1 

In some respects, this is an accurate description. Patriotic 

activity was indeed at a high level during the interwar period, both in 

the community and in the primary schools. Some of its major manifestations 

such as flag-saluting and loyalty oaths were to persist until well after 

2 
World War Two. To a considerable degree, however, Malone exaggerates its 

strength. School patriotism today, in primary schools at least, is 

virtually non-existent, and what is extremely ironic is the fact that the 

causes of its decline hearken back precisely to the period when patriotic 

activity was supposedly at its height. 

The rapid expansion of patriotic activity after 1918 was an 

impressive facade created by difficult circumsta~ces. Its dominance was, 

therefore, of necessarily limited duration once the conditions responsible 

for its grovrth had given way to other more durQble factors. By the early 

1 • M a.lone , p. ~ 2 

2. FJ.ar,-saluting rem.a.ins a requirement for schooJ.::: but few, if any, public 
primary schcols have rsqu:i red tea.chors and pc.~i 1s _ to salut: the fla.~ 
for many y 0 o.rs. Loynlty oaths for teachers, l:Lkevn.se, rema1.n a rc:qu1_re­
IJ1ent arnl ar2 11sualJy token "en massc/' by first year teachers 1 colJec;E 
students. The: si£,nif:icancu behind t,oth activities has, one su'.'>pr,cts, 

been lar0Rly f'o:ccotten. 
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1930s school patriotism was not the :f'orce it had been ten years 

previously. The reasons for this were first, the limited nature of its 

impact on children and its failure to change the basis of education, 

second, its failure to sustain a high degree of public fervour in a 

society becoming more critical of Government measures designed to 

counter subversion, third, its inability to accommodate to the progress­

iv·e, philosophy of education which gained ground throughout the primary 

school system and fourth, its los$es to internationalism follo~~ng the 

general reaction against war that began from the late 1920s. It is to 

these reasons that Section Two now turns. 



SECTION TWO 

THE DECLINE OF PATRIOTIC FERVOUR, 1922 - 1930 
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CHAPr.1':H FIVE 

Patriotic Teach:Lng and its Classroom Limitations 

In studying the political socialisation of present day New Zealand 

children, M.J. Towers has concluded that a largely ineffective school 

civics programme tends to produce politically apathetic children. 1 Her 

findings suggest that in considering the impact of patriotic teeching 

during the 1920s, particularly its failure to sustain initial momentum, 

consideration should first be given to its actual classroom effective­

ness before a more detailed examination of the consequences of its more 

obvious ma'1ifestations such as flag-saluting and loyalty oaths cal'1 

properly take place. 

Some of the difficulties connected VQth assessing the impact of 

patriotic teaching at classroom level have already been outlined in the 

Prefa.ce, but while any conclusions must necessarily be tentative, it is 

probable that the intense patriotic 9.cti vi ty characteristic of the 

early post-war period failed to be translated into effective instruction 

in the schoo1s. There were two principal reasons for this; the first 

rooted in the concli tions which characterised much of primary education 

and which adversely affected in~truction in all s~bjects to some degree, 

and the second ccncerned with the more specific difficulties attributable 

to the teaching of patriotic concepts. 

1. 'l'he Le.ck of T.r~structional Prereg_u:i.s~t~~ 

Effective teachers and receptive learners are vital to successful 

instruction in the clas::.room. Neither of these prerequisites 

was adequately fulfillec in Ne1, Zealand priraary schools during the 1920s. 

During the es.rly years of the decade in particular, many teachers were 

...,_...,:_ ___ , ___ _ 
1. M.J. Towers, "'l'he Poljbcal Socialisation of New Zcal;,;nd Sd10ol Children\', 

(B.Phi.l. djssertation,Uni.vcrsity of Wa:ikato,1971~), p.81. Siwilar co~clu-· 
s:ioi1fl have been reached by a number of ove1·::-,e.as sr,hol tirs , :includinc 
Fi·a{k l ·in K . P :::j ~i;crson, 11 Folitic21 Heality in Ciri.ld.hood", in l'..hr: . .2:'.~:-S':.:~"2..~i~i_(; 
of Pol .i. tic.r:l 11<, h.:-,, :t. •::>1: r. e d. N. Ad1cr eJ1d C. Ha:rT:ington ( G-l env :i_ ,,w,lllu10,.:,: 
' ·--·--·F ····•·· - ··-·- · . ,;.:·o- ·)-· / 1 n 1 r:1 Sc(,tt 'ort:: :c~,w.u:, ·1j( , , pp. :+,7 -- _).;.. 
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inadequately trair.ed and quite uxiable to raise the standard. of their 

instruction to a level which would have compensated for the numerous diffi­

cultien they encountered. School children frequently suffered from ill­

health and from excessive fatigue, both of which adversely aff'ected their 

ability to learn. 

While the teaching service struggled to recover from the losses of the 

Great Wa-;:, the training of young teachers to replace war casual ties was 

severely hampered by financial stringency. Most teachers, even after 1918, 

began their training either as pupil-teachers or as probationers in a 

ma'"liler that differed little from that of their late nineteenth century 

2 
predecessors. The pupil-teacher system in particular provided a financ-

ially advantageous means by which many aspiring teachers without sufficient 

financial means received some payment for taking groups of children while 

themselves undergoi-:1g instruction in teaching theory from their headmaster 

outside school hours. 

Both the pupil-teacher and probationer methods of training teachers 

had been severely criticised, even in pre-war times. 3 By the early 1920s 

however, increased workloads for teachers gave this criticis,.'.l even graat­

er validity. Few headmasters had the time to assist j1mior assistants, 

2. During the 1870s and 1880s the pupil-teacher system constituted the main 
method of teacher training. Boys or girls were eligible to becoi:1e pupil­
teache rs if they were thirteen years or age O!' over and had passed the 
fifth standard. They were in reality "apprentice teachers" who work8rl in 
the classl'.'OOEl by day for a small allowance, while receiving instruction 
in general education froo the headmaster after school "!-lours (Ewing,p.6). 
At this time probatione·cs were merdly unpai:i pupil-teachers in their own 
right. In 1908, howf,ver, the Education Department issued new regulations 
governing the employrn.ent of probationers which in effect, converted them 
into senior pupil-teachers with a definite position in the school. Boys 
or girls could be consi-:l.t'Jr.ed fo.~ the position of probationer :if they were 
aged sixteen yea.rs or overJ and had pa:3sed. either the Matriculation 
Exa:.,i:i_nation, the Jw-,ior Civil ::iervice Exami~1.ation or the Exar'.lination for 
Senior I<'ree Pla,"ces. A probatio-ner was normally appointed for two years 
ai'ter which he or she was eligible to enter traini:1g college on similar 
torms to pupil-teachers (fi?';...q;, 1908,p. 3192). 

3. Sei:! esi;Gc:La1ly, J. Ormond, "Education i::1 New Zealand", The..,;-r:L~-~~<2-1Q!l~1 
Tllustr·al~•?n M,1@z:j_r1,::, (December 1899), p.21). Ormond. ma~io some particu­
.::la;::1y·-;;:;-Cti-~~s--re;;;:;::1~s a,bo;_,t tho conditions under wh.i.c:h pupil-teachers 
worked. coo also, A. E. C ru:1pb ell, Jl:~S~().Tj_n G J.~~,_v~ .I~::l~2 "!, ( We llin 8t on: 
Intern3.,l Af'f.J.:i.rs, 191,.1), p.78 g.nd; Ew:.ing, p."j1. 
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and irksome after-school coachiag commitments were a constant source of' 

discontent. Quite apart from the extra strain on head:nasters, in-service 

training imposed a consld.erable burden on trainees, many of whom were little 

older then the pupils they were supposed to supervise. In July 1921 the 

Auckland Headmasters' Association discussed. the effect of current training 

methods on all junior teachers. The prevailing sentiment among the Assoc­

iation's members was well illustrated by the Secretary's written comment 

that, "numerous advice and scathing remarks were made re-the shockingly 

long hours that many junior teachers were forced to work ••. to qualify 

for their profession".4 

Statistics confirmed the Association's concern. In July 1921 Auckland 

Education Board members were alarmed to discover that 35 per cent of the 

Board's pupil-teachers and probationers had failed to pass the qualifying 

examination for entry into training college. 5 The Principal of' Christchurch 

Training College, J.E. Purchase, complair1ed that pupil-teachers could 

actually lose ground in two ways. First, they su:erered academically because 

they were frequently obliged to drop high school subjects in order to study 

for a ''D 11 class teacher's certificate. Second, they wor.·ked so hard that many 

lost the habit of' serious study before they even reached college. Despite 

these sr1ortcomings, pupil-teachers and probationers together had for ma."iy 

years made up a high proportion of primary schools staffs. In the early 1920s 

this proportio:i. increased rather than decreased due to heavy wartime losses 

among male teachers, and to the high failure rate among junior teachers who 

sat the an.rmal entrance examination for training college. 
6 

l+. Minut"' 3 of tho Au"~larid Heaclmasters I Associa-:ion, Auckland, vol.1919-1925 
"[8Julyi921J;--1;:-s2. Minutes_of_ the Auckland Headmasters, Association 

hereafter cited as M.~ftA. 

5 Auckland Star, (Auckland), 20 July 1921, p.1+. Pupil-teachers fared the 
• w;;-;st -{;i tl~7 passing the examination and 38 failing. For probationers 

the figures were 53 and 16 respectively. 

6. In 1924 
to take 
primary 
::.my one 
se rv·i co 

the practice of appointing pupil-teachers ceased, though it was 
some- years for pupil-teachers to disappear cuEJ.pl3t8ly from 
schools. Statistical retu:cns for the number of 1,1..rpil-teac:hers in 
year ar 8 un.reJ.iable, one reason for this being tha.t __ many ~e±:t the 
a.urint:; the cou::.·se of the year anu w,)re not col1nted :tn -cotc1J.s. 
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In addition to those still w1dergoing some form of training, there 

were a considerable number of individuals who, although uncertificated; 

had charge of their own classes. Soree of these teachers had been 

hurriedly accepted into the service during and immediately after the 

Great War, while others had been hired by education boards to alleviate 

local shortages among trained school staff. All were technically obliged 

to study towards a "D" class certificate, but heavy workloads often 

nullified their efforts. The exact number of teachers in this category 

was always difficult to ascertain because it varied from term to term, 

and from district to district. In 1920 the Canterbury Education Board 

had only 47 uncertificated teachers (excluding trainee teachers) out of 

1,053 in its employ. In Auckland and Westland the proportion of uncerti­

ficated teachers was rrnich greater. 7 Rural areas suffered the most heavily, 

to the annoyance of local parents. In 1921 the Liberal Member for 0hine­

muri, H. Poland, complained with some justification that, "we have every 

uncertificated teacher sent to the backblocks". 8 Most districts, however, 

whether they were rural or urban, laboured under a shortage of certificated 

teachers during this decade. 

Prevailing concern over the high proportion of uncertificated 

teachers in primary schools partially obscured the fact that many 

certificated teachers were but nominally qualified for their task. During 

the 1920s the system of awarding teacher5 1 certificates was still based 

7. In Auckland, 141 out of 1,900, and in Westland, 39 out of 253. In 
oach case pupil-teachers and probationers are excluded from the 
reckoning. The Department estimated that some 25 per cent of all 
teachers .in public schools were uncertificated, but this estimc.te 
clearly includes pupil-teachers and probationers. (AJ:tIJ!:,1920,E-1,p.19). 

8 NZPD vol.191, 1921, p. 968. Most country schocls wore classified as 
• ___ , ( • • ht • 1 1 ' " 1h · 11 d 0" 

0 grade O" schools the,se with eJ..g • pupi s or es;;;). 11 en gra e 
schools are excluded from consideration, the proportion of uncerti­
f'icated teache:cs, ( again excluding pupil-teachers and probationers).• to 
certificated teachers drops considerably in all districts. (.A,JJ:-IR, 

1920, E-1, p.19). 



largely on nineteenth century practice. At that time the lowest 

certificate obtainable had been the "E" class certificate which 

academically went little beyond the Standard Six level. Although the 

"E" class certificate had been officially deleted by 1897, many older 

teachers failed to ever gain anything higher and simply continued on 

as certificated anachronisms. As late as 1922, by which time the "D" 
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class certificate was the lowest acceptable teaching qualification, no 

fewer than 47 per cent of all certificated teachers still possessed either 

"D" or "E" certificates. 9 

Poorly qualified and uncertificated teachers inevitably had an 

adverse effect on the quality of instruction. History and civics, which 

theoretically provided the best opportunities for patriotic instruction 

in the classroom, suffered badly from generally low teaching standards. 

The high proportion of uninspiring school history and civics programmes 

drew frequent comments from inspectors, who were particularly critical 

of widespread pupil disinterest. In 1920 Auckland inspectors complained 

that history and civics were among the worst taught subjects in the 

curriculum because " ... a considerable number of teachers [aiaj not 

possess the necessary academic equipment, with its wide and detailed 

lmowledge, to make a strong ancl helpful appeal to the child's mind" . 1 O 

t f th d . t . t 11 Similar comrrients were made by inspec ors rom o er is ric s. 

Pupil disinterest as a result of either poor teaching methods or 

ill-prepared courses was a direct cause of the discipline problem 

faced by many primary schools. Corporal punishment was used frequently 

9. In 1921, 48 teachers held 11 A" certificates; 298, "B"; 1779, "C"; 
1 ~8! "D 11 and 2•1r:; "I~". (AJER 1923, E-1, p.19). :; Cf, ...,, ___ , 

10. ~]J-J_g, 1920, E-2, (Appsndix B), p.iv. 

~ ·1. See above, pp. ·1011- - ~ 07. 



and Ofte • 1 f . t . . d. . . 12 n excessive y as a means o main aining iscipline. Whether or 

not corporal punishment actually inhibited the learning process is a 

question still frequently debated in New Zealand, but during the 1920s 

its use undoubtedly helped to produce a classroom environment which 

limited the effectiveness of many teachers. 13 V/omen teachers were 

particularly disadvantaged in this respect. Because women so far out­

numbered men in the primary schools, much of the burden in history and 

civics fell upon them. Although there is no evidence to suggest that 

women teachers paid less attention to these subjects than their male 

counterparts, unruly pupils made their task difficult. Matters were 

made worse by the generally lower academic and professional qualifice.tions 

possessed by women. 14 In addition women teachers as a group often failed 

to gain the respect of the teaching service. Inspectors frequently 

believed them to be poor disciplinarians, an opinion often shared by 

headmasters. In 1921, for instance, the Auckland Headmasters' Association 

saw fit to deplore what it regarded as " ... the unprecedented advance-

ment of women teachers" in the service, because they failed to inculcate 

to boys the "manly qualities" that had won the Great War. 15 There were 

women teachers during this period who overcame considerable hardship to 

make an outstanding contribution to education, but for many of them, 

teaching was an arduous uphill struggle in a generally unfavourable 

environment. 

12. See especially, ~B, vol. twenty-one (June 1920 to June 1921 passim). 

13. See especially, Delta 12, Massey University (June 1973). This whole 
issue considers corporal punishment in New Zealand schools from 
psychological, sociological and philosophical perspectives. 

14. In 1921 there were 2,467 women and 1,457 men employed as certificated 
primary school teachers in New ~ealand. 'rhe _ lo~s of r?ale teachers . 
during the Great War, coupled with the continuing failure of' the primary 
service to attract sufficient numbers of men, J.ed to a considerable 
imbalance between the sexes during the 1920s. Moreover, . a far hieher 

h 1 , "D" - "E" t..;r-· t , (.AJHR 1923 "' "" proyiortion of the v,omen e_ a. or cer ~- :i.ca es. _.,:.. ____ , _ , .u- 1 

p. 19). 

15. MAJ.Q-.0., vol. 1921-1923 (18 April 1921), p.70. 



Figure 3 . A crowded classroom, 1919. 
Such a closely packed environment was 
not conducive to effective teaching or 
learning. 





Unreceptive children further compounded learning dif'ficulties in 

the primary school. Sick a...'1d tired children are rarely able to learn 

well, and many children during the 1920s werd both sick and tired. 

Althoug1 the early 1920s saw the inauguration of school dental and 

medical services on a limited basis, serious agitation for a full 

investigation of school health problems was not forthcoming until the 

end of the decade. In 1928 Dr J. Renfrew-White, a promi-nent Dunedin 

orthopaedic surgeon, claimed that the physique of many school children 

actually deteriorated as a result of regular attendance at public schools, 

and suggested that this was largely due to poorly ventilated classrooms, 

severe overcrowding and badly designed desks w}lich aggravated spinal 

1 . t 16 comp a:m s. 

Renfrew-White's criticisms were widely reported in most or" the 

country's daily newspapers, and provoked a bitter reaction from an em-­

barrassed Education Department. Strong accused him of ir.cespons.ibility in 

making the results of his finds public, because " ... ne,'lspapers were 

EJJ.ways ready to hint that the Department does not Ir.now its job" .·i 7 Ne'!ET­

theless the subsequent report of the Atmore Committee indicated the 

seriousness of the heal th problem and its detrimental effect on education. 18 

Poor classroom conditions were not the only barriers affectbg t:he 

learning progress of ~chool children. Severe dietary deficiencies wera a 

persistent difficulty in urban areas throughout the 1920s, and so~e city 

schools were obliged to introduce hot midday lunches with cocoa in an 

attempt to alleviate the situation. Although the country districts were 

usually far better off in this respect, farm children laboured under 

dif.ficul ties of their own caused by the nature o.f their parents' occup-

ations. Teachers new to country service were often horrified to 

16. Otago Daily Times, (Du..Dedin), 7 July 1928. 

1/. :::5trong to Renfrew-White, 16 Janua.:c'y 1928, 36/1/26, -~~D:C. 

18. Parliamont ary He ce s s C o,mnittee, Eau ca~·i M.al R?-or1~:::n-i f,'1.t :i. on in ~c:~_;i'::2).:~~j 
(A,THg, 1930, L-8A), pp.119-120. See also, Ewine, pp. i8G-H38 f'o:• :::. br:L:,t' 
disuussion of tho health problem in tho public schoo1s. 
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discover that their children dropped off the sleep during the afternoon, 

especially during the haymaking or shearing seasons. In 1920 the Chief 

Medical Officer, G.H. Wilkins, reported: 

In dairying districts it is remarkable how tired and sleepy the 
children are during school hours owing to the amount of farm-work 
performed by them in the early hours of the day. It has been 
humorcusly suggested that in some schools it would be a kindness 
to provide dormitories rather than classrooms. 19 

This had been an acute problem during the early 1900s as farmers 

strove to increase. production, yet despite the efforts of education 

authorities it was to remain very much a factor to be taken into 

consideration by country teachers until well into the post-World War 

Two period. 

2. Jhe S..£.~_ific Difficulties of Patriotic Teaching 

Poorly qualified teachers, an unsatisfactory teaching environmei,J-

and urrrcceptive children constituted severe drawbacks to the educative 

process in the schools. The bulk of formal patriotic teaching took place 

in history and civics lessons and in addition to suffering from the above 

mentioned difficulties, the effectiveness of these subjects was further 

compromised by the highly abstract nature of patriotic concepts. In 

order to be completely successful the teaching of patriotism first 

required that the children be familiar with such ideas and symbols as the 

Er:,pire, the monarchy and the flag. Furthermore, patriotic teaching often 

took place without the child's particular stage of mental development 

being adequately taken into account. At all levels of the school, this 

neglect of be.sic educational theory was to prove a SE;Vere har.dicap. 

Successful instruction in a group situation has always been an 

inexact scienc8. In :relating Piaget's findings cor:,cerning t,he application 

19. AJHR, 1920, E-2, (Appendix F), p.ii,. 



of the child's stages of mental development to contemporary social 

studies prograrrm1es in New Zealand, A.H. McNaughton has claimed that no 

teacher can ever be sure that a story or picture presented to children 

during a lesson will have the same effect on every child. McNaughton 

argues that each child brings a unique set of perceptions to bear on the 

material in quest ion, and that these perceptions are governed both by 

the child's 01m past experiences, and his particular stage of mental 

20 
development. 

The teaching of political concepts has always been especially prone 

to the difficulties outlined by McNaughton, because of its highly 

abstract nature. Two recent studies support this and are, therefore, of 

relevance. In the late 1960s Hess and Torney tested approximately 12,000 

children, aged seven to twelve, from both middle and working class areas 

in a number of United States cities. 21 They found that all the children 

tested could be placed in one of four clearly defined stages in politice.l 

awareness. Each of these stages was broader and more sophisticated than 

its predecessor, with the child progressing from one stage to another as 

he acquired more sophisticated concepts of the political world. Most 

children reached the first stage of politic al awareness by the age of 

seven. At this stage children could identify and recognise the import­

ance of political symbols such as the United States flag and the Statue 

of Liberty, although the adult concept of a nation possessing definite 

geographical boundaries and a set of common ideals did not yet exist. 

While the children had some sense of belonging to a politic al unit, this 

was largely conceived as a non-political, non-rational, "we". 22 

20. A.H. McNaughton, "Piaget's Theory and Primary School Social Studies 11 , 

New ~ealand ,Journal of Educational Studies, 1-2 (1966-67): 112. ----~--·------·-·------·-----.. ----- -·----
21. Hess and Torney, JJ£. . .P..i:.Yeloprnent ,if.Political Attitudes in_,Ch:Udren. 

22. Ibid., p.27, 
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Hess and Tomey found that children aged nine to eleven had 

generally reached the second st.age of political awareness. This stage 

was characterised by rapid progress in the acquisition of political 

understanding, though the children's swift rate of advance tended to 

make their beliefs both emotional and sub~ective. Children of this age 

for instance, believed their country to be "the best", and were proud 

of their freedom as Americans, though few of them were sure about what 

"freedom" actually meant. Concrete symbols such as flags, however, 

became less vital to their understanding of political concepts. 23 

By the age of twelve, most of the children tested had entered the 

third stage of political development, and were beginning to perceive 

sorr.ething of international relationships. This process wa.s continued 

well into the fourth and final stage which began from about thirteen 

and lasted well into late adolescence, though even at these latel'.' stages 

basic poli ticaJ. concepts and values were still being clarified. At e-s.ch 

stage Hess and Tomey stressed the importance of adult conceptions of 

citizenship in guiding the child towards a more complex knowledge of 

1 • t • 1 t. • t 24 po 1 ica ac 1v1 y. 

A similar study by R.W. Connell in Australia confirms the existence 

of Hess and Torney's stages of political awareness, while extending 

understanding of the way children actually acquire political concepts. 25 

Connell introduced the term, "task-pool", to de :wribe the way in which 

children dealt with differentiations between the powers of political 

26 
figures. He disc-Jv,:ored that children accwnulated their knowledge of 

leading ccrr.munity, state and national ficgures in a common task-pool, with 

individual politice.l roles beccming blurred as a result. When asked about 

23. Ibid., pp.29-30. 

2l;... Ibid., p.13. 

2 5. R. W. Connell, .:£t1..~_0.:~J.~:..~.13_.~_02:3t1J?~13 Q1:'. _of_ ,P_c:.lf t t£~, Vi et or:i.a.: l.~e:Lb ournr, 
University Press, 19/1. 

26. Ibid., p.20. 
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the powers any single individual possessed, children drew from their 

task-pools the powers they considered to be appropriate to the role. 

Usually these powers were but vaguely conceived, and tended to be far 

in excess of the realities of democratic power. 

Connell found that the first figure to be identified as an 

individual, was the Queen. From the age of seven until about eleven, 

children cormnonly regarded the Queen as a powerful ruler, living in a 

world of romance and pageantry. Not until early adolescence did most 

of them recognise the Queen's role as being lart/:,ly ccrerrcnial. Other 

political figures took even longer than the Queen to be rescued from 

the task-pool, with the process not being completed until late adoles-

27 
cence. At all stages, however, children had some conception of a 

ruling elite consisting of the Queen, the Prime Minister and members of 

Parliament, towards which the rest of the population owed certain 

obligations. 

The c:hildren questioned by Connell were generally more familiar 

with their obligations as future citizens than they were with their 

democratic rights, with the latter only becoming clear in their minds 

from about middle adolescence. Connell concluded that this was the 

result of the limitations imposed not only by successive stages of 

political awareness, but by the political socialisation process then 

characteristic of many Australian schools where the major emphasis of 

teaching concerned obligations. 28 On the other hand corr;para.tively few 

children before the age of twelve were able to define clearly the 

responsi'o:i.li ties of political figures towards the body politic, beyond 

that they should be "good" in the name way that a father was "good" to 

his family. 

27. Ibid., p.38. 

28. Ibid., p. 59. 
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This somewhat vague transfer of' concepts from the child's 

immediate environment to the political world beyond was al so charact­

eristic of the child's reaction to political events outside Australia. 

The Vietnam War was then raging, and Connell discovered that children 

as young as five felt personally threatened by this conflict. A military 

campaign thousands of miles distant was personified in the chilj' s mind, 

as a potentially viol•::mt intrusion into his immediate environment, and 

this subjective attitude towards all forms of political activity 

continued to be a dominant feature in the political conceptions of children 

until well into adolescence. 29 

The findings of Hess and Tomey in the United States and of' 

Connell in Australia relate to today's televised world, in locations far 

distant from New Zealand. Despite these disadvantages, however, each of 

the studies has a potentially vital contribution to make to the under­

standing of patriotism in New Zealand schools during the 1920s. In each 

case the age of the children examined spanned almost exactly, the Standard 

One to Standard Six years in the New Zealand primary schools of fifty years 

ago. While contempo~ary United States and Australian children are 

probably rr.ore aware politically than those living in the 1920s, ma.Yly of 

the f'indings discussed above concern the inate characteristics of school 

children, and these have not altered markedly over the past half-century. 

Most impor."tantly, the conclusions reached by Hess and Torney and by 

Connell suggest a f'ruitf'ul line of approach in analysing the probable 

impact of patriotic teaching on New Zealand children. 

First, Connell' s conclfasions concerning the impact of the Vietnam Vfor 

on contemporary chil:3.ren has relevance in indicating the possible impact 

29. Ibid., p.103. 
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of war on New Zealand children during the early 1920s. Although the New 

Zealnr1d children did not have to contend with the intrusion oi' a 

"televised war" into their living roo'.lls in the same sense as Connell' s 

Australian children, the schools they attended played a much larger part 

in kee~ing them aware of violent international conflict. This was 

especially true during the early years of the decade, when the lessons 

of the Great War and the sacrifices made by imperial troops were 

30 constantly referred to as examplars of future conduct. The Gallipoli 

campaign in particular, was often described in heroic terms, heavy with 

classical references. A School Journal article app.copriately ent:i_tled, 

"The Tale of the Wooden Horse'! urged children to remember the courage of 

the Anzacs. The article went on to compare the courage of the New 

Zealanders as they stormed the Dardanelles, with that of the Greeks at 

Troy, and pointed out with a singular disregard for geographical accuracy, 

that both had fought on the sc=une battleground. 31 In addition to learning 

about the Great War, children were bei::1g kept awake as to the possibility 

of future aggression. In a section entitled "The Maintenance of Empire", 

The Sto1y of the British "'.'Jation_ argued that British controlled territory 

was vast enough to provide eenturies of prosperity " ... if only she could 

hold it against her enemies 11 • 32 Navy League lectures and frequent visits 

from imperial warships underlined British willingness to resort to arms 

if diplomacy failed. 33 

30. See above, pp 18 - 28, 

31. "The Tale of the Wooden Horse", S,J 15, part one (April 1921):36-L...2. 

32. 1'he ~tory of the British N2.tion, 3rd ed. p.257. Presumably this mear,t 
centuries of British prosperity; a fine example of r1:1.th0r naive 
econ o:nic impc,rialisrn~ 

33. See above, pp. 77 - 78. 
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Second, both Hess and Terney and Connell emphas:ised the weakness 

of civics courses that merdy stressed duties and obligations. The New 

Zealand 1919 Syllabus was an apt example of' this. The moral instructicn 

section provided for the promotion of " ..• truthfulness, obedience, and 

34 attention to duty, and an appreciation of the role of mutual service". 

In each Standard this theme was to be reinforced by a study of great 

lives in British history. School Journals provied a further source of 

material for lessons on duty and service. One part two article in Ju..7.e 

1922, for instance, reminded children that "playing the Game of Empire" 

entailed showing loyalty to one's side. Those children who failed to 

live up to their responsibilities as future imperial citizens, it was 

argued, were jeopardising the very existence of British civilisation 

because the fate of the Empire rested ultimately in their ha.'1.ds. 35 

Surviving re.search from the interwar period in New Zealand suggests 

that the continual stress on obligations and duties, far from making 

children more aware of their responsibilities as future imperial 

citizens, tended to be condensed by the children into a mere catalogue 

of "don' ts", virtually devoid of any positive patriotic significa,_7.ce. 

In 1931, H.V. Clarke carried out a series of tests to ascertain the moral 

concepts of Wellington school children. Anticipating the techniques of 

later researchers, Clarke began by selecting l:-,293 children from seventeen 

Wellington schools, rangint>; in age from eight to seventeen years, Some 

fruitless preliminary investigations led him to make an important 

discovery. He found that it was easier to obtain sensible answers a.bout 

what was "wrong" rather than what was "right". Clarke attributed this to 

both the 
36 age of the children tested, and to the teachings of the school. 

34. 19i3 SyJ.labus, p.21+ 

35. "The Gmne. of Empire 11 , SJ 16, part two ( June 1922) : 67 - 71 . 

36. H.V, Clar-;.:e, ".An Inquiry into the Moral Conceptions of Some New 
Zealand. School Childrer1", (M.A. dissertation, Victoria Un:i.versiJcy 
College, Wellington, 1931), pp.16--17. 



Third, contemporary United States and Australian research under­

lines the importance of working to a syllabus designed with children's 

developmental stages in mind. Few children can fully understand events 

and concepts far removed from their immediate background. With good 

reason, today's soc:i.al studies programmes stress the examination of 
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family and small community relationships in a variety of cultural 

settings, leaving wider national and regional studies for the secondary 

schools. During the 1920s, this was practised only to a very limited 

extent. The 1919 Syllabus in history and civics made some concessions to 

the limited co8:ii tive powers of young children by initially concentrating 

on famiJ.iar community figures such as the postman, but all too of'ten, 

classes became enmeshed in learning un.~ecessary details such as the 

history and opera_tion of the postal service througho·cit New Zealand. 37 

History stories for the middle and senior divisions, were an 

attempt to lighten the previous stref's on the rote learning of dates which 

had characterised even the 190i+ Syllabus to a considerable degree. It 

was undoubtedly hoped that children would identify personally with 

worthy individuals from English history, but the findings of Hess and 

Tomey suggest that such identification was improbable. Although a number 

of children were theoretically capable of perceiving the importarice of' 

political events well beyond their immediate family environment by the 

age of twelve, full appreciation of the significance of these events, 

and of the indi vid-:..ial' s place in history, were still some years away. 

Hess and Torney' s children, all products of a far more sophisticated 

school environment than were their New Zealand cou..11.terparts of fifty 

years ago, were ftill revising their political concepts in middle 

adolescence, with home and school remaining their :primary interests. 

37, 1919 Sylli1.bus, p,2li. 
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Clarke provided a valuable clue as to the preoccupations of New Zealand 

children during his day when he discovered that the twelve year old 

children he questioned usually cited "home offences" ( stealing, diso­

bedience), when asked to list " ... the wickedest things that anyone 

could do11 • 38 

During the 1920s confusion among children was probably increased 

by the ro:nantic nature of many history stories, especially given the 

child's tendency to fantasize about people and events beyond his 

immediate experience. The feudal adventures of Richard the Lio.nheart 

a...'1.d the Black Prince, both popular subjects for history stories during 

the early 1920s, were more likely to reinforce the child's conception of 

an all-powerful father-king, steeped in feudal mystiq_ue, than to foster 

an appreciation of the development of British consti tutio:ial governm,mt 

as the syllabus intended. Again, Clarke's findings support such an 

assumption by confirming that the children he questioned, regardless of 

age and sex, placed a great stress on romantic adventure at the expense 

.&> al. t 39 O.L re :t y. 

Fourth, contemporary United States' concern with the inculcation of 

patriotism and civic values is reflected in its multiplicity of social 

studies programmes. New Zealand patriotic fervour during the 1920s, though 

evident in the history and civics sections of the 1919 Syllabus, failed 

to become a major aspect of classroom work. Few teachers were prepared 

to ma.~e efforts to improve instruction in history &'1.d civics, due to the 

stifling influenc8 of proficiency. As a good pass in the Standard Six 

proficienc;:,· examina,tion was a passport to free seco~1dary education, par2YJ.ts 

and children alik.0 sa.w education in terms of grades. A similar examination-

33. Clarke, p.32. 

39. Ibicl., p.3,~. This wns partic~larly true of' children aged 8-9 and 
14-17 years. 



mentality prevailed among the teach9rs, whose professio!1al reputations 

frequently hinged on their ability to secure a satisfactory proportion 

of examination successes. Because only English and arithmetic were 

actually scored by the examining inspector, it was hardly surprising 

that the non-examinable subjects such as history and civics were 

frequently neelected. 40 

111-2 

In the light of available research, it is difficult to avoid the 

conclusion that New Zealand primary schools during the 1920s were not 

particularly successful in inculcating patriotic or civic concepts and 

this is confirmed by evidence obtained by Clarke only a short time after 

the period in question. Clarke found little to suggest in 1932 that 

children possessed much real understanding of the duties of imperial 

c:itizenship. Frequent inspectorJa1 criticism of school· history and 

'· 

civics tend.s to support his findings. Undoubtedly much of the respons-

ibility for the failure of the schools in this area can be blamed on 

environmental fact ors, on the proficiency examination, or on the inade­

quacies of the 1919 Syllab1.1s itself, but even if these handicaps could 

have been eliminated, complete success would have been at best, 

prcblematical. By their very nature, children often compromise the 

success of the most carefully organised and professionally taught 

eclucational prograrmnes. Connell found that Australian children frequently 

fashio'.1ed well ordered social studies material into their own personal 

models of reality, prompting him to exclaim in exasperation, "try to 

mould 
41 

soup!". This cryptic yet shrewd comment might well serve as an 

epi ta_ph to efforts to inculcate patriotis:n in New Zealand primary schools 

duri!1g the 1920s. 

40. Sec Ewing, pp.137-1 l1-0. 

41. Connell, p.1 
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3. Patriotic T0a.~hing in Rural Areas 

During the early 1920s New Zealand was a predominari.tly rural country. 

In 1921, only some 48 per cent of the population was classified "u-rba"1''. 42 

The distribution of primary ~chools reflected demography, with some 

26;000 children, or nearly one quarter of the total public school 

enrolment, attending schools located in rural areas. Even after 1926 

when town dwellers became the largest single group, the Dominion continued 

to remain a nation of small semi-urban centres rather than one of large 

towns. Schools situated in the former areas possessed many of the 

characteristics of country schools, and shared many of their problems. 

Moreover, many of the advances that took place in transport and comITllmi­

cations during the 1920s were in the North Island, particularly in 

Auckland and Wellington. Railways during this period showed only a meagre 

increase in new track and an actual decline in numbers of passengers 

carried. Roads remained largely neglected, with only a small proportion 

in close pru:cimity to the major centres being classified as suitable for 

motor traffic in all weathers. 43 Even areas relatively close to these 

44 centres were often virtually untouched by progress. 

Schools in rural areas faced three major difficulties. First, staff 

members were often isolated and therefore lacked not only the educational 

facilities of larger towns, but also the invaluable professional guidance 

of senior colleagues. Second, the natDre of the relationship between 

school and commu.."1ity imposed considerable extra-curricular demands on 

country teachers. Third, and most important, rural parents placed great 

faith in the continuing validity or the traditional academic curriculum 

at the t!Xpense of subjects such as history and civic::, which were not 

compulsory sv.b jects for the proficiency examination. 

42. _yenr.l:..90£, 1926, p.S)6. B_y this time 11 urban" he.a been ro-classifiE:d for 
statistical purposes as a town or district with a population of 2,500 
or over. 

43. 

h4-. 

I!1 19:.2-1 there rere ove:c lJ+,080 miles of roads,but lt?.ss thar, 1,000 mih:s 
we1·e scaJ_ed. Mor,t of the 90,CUJ vehicles registered at _thts t~me wer--) 
confined to i;lw four main centres. lYen.r'uoo1<:, 19?3, p.c-?9). 
Thames i'o1' ir:si:onc:c, had no ad,::, 1Ju,:-LiC rc3-ci link with Auc·:<11:.nd ::m-J, t:F~r'> 
f'orc, 1ittle use for rno+;or ~.rc1:-1s1ior~; of ,my k:i_na. w,t:iJ uftc1' IC)lf'.J. 



As a result of the uneven population distribution and haphazard 

development wj thin New Zealand, isolated teaching positions remained 

common. In 1926 Strong reported that "many of the schools, particularly 

in the North Isla~d districts can be reached only by riding on horseback, 

and the distilllces are lone; and the roads bad". 45 Many young teachers 

languis:ied for years in remote schools to the detriment of the:i.r pro­

fessional progress and, occasionally, their sa.'1.ity. After visiting Four 

Fathoms School in lonely Penguin Bay, Marlborough Sounds, Wellington 

Education Board lnspector G. J. Watson was horrified to discover that the 

young woman teacher there " ... had not been taken out any,11here ( except 

to go for term holidays) until about two weeks ago". Watson recommended 

that the Board remove the woma'1. concerned and appoint no further teacher 

to the dj strict until better conditions could be gua-r"an.teed, complaining 

that " . . . it is difficult to get out, except by launch, and the mail launch 

visits do not come on ·a Sunday - this teacher's only day off". 46 

Unfortunately many country teachers discovered to their cost that 

physical isolation, in addition to being depressing, often led to 

increased demands on their time. Backblocks communities were closely 

lmit communities and this, together with the absence of inhibiting social 

class barriers between teachers and local citizens, resulted in teachers 

becoming all too closely involved in comrrnmity life. 47 Moreover, the 

teacher's expertise in group management and lmowledge of developments 

outside the local area, frequently proved an addea. qr,.alification for 

community leadership. H.C.D. Somerset's study of Littledene, a typical 

New Zealand rural community of the early 1930s, revealed that tbe recently 

l~5. A~l:lB, 1926, E--2 (Appendix A), p.15. 

46. C.V. Vfotson, reporting on Four Fathoms School, Inspection Report, 
( 1 S/26), WE~. 

47. See esp8cia.1Jy, R. Arnold, A Nevr-Eoucational Hido_:sy for New ZenJc:md, 
the text of un address eivcn to the Welling-r.on Institut,c for Ecuc2.ti0r,c,l 
Research on 5 Septeml~er 1973, NZC'.fJ!., Vfc:l]:ington, 1973. Arc1.o]cJ 2t'f,Ll83 

U--,1:~t rurul Nr3w ZeEiland diff81·ed from rnrol England in that :its tE,acbcl's 
and farmers were social o(]_uals, hence thoy co1.1ld uooperc:Le for tho 
cchooJ's beneflt. 
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retired local teacher had been Secretary of the Farmers' Union, 

Secretary of the Agricultural and Pastoral Asso8iation, a member of the 

Benevolent and Improvement League, a local representative of the Public 

Trustee, the local reporter for a city newspaper and the author o~ a 

history of the district, in addition to his teaching responsibilities 

in a sole-charge schoo1. 48 Commitments of this nature pressed heavily 

on the country teachers' time, undoubtedly contributing to the compara­

tive neglect of non-examinable subjects such as history and civics noted 

so frequently by inspectors. 49 

Even assuming the cou..>1.try teacher to have had the time and the 

inclination to stress history al"ld civics, it was hardly likely that he 

would have received much encouragement from local parents. One of the 

reasons for this was peculiarly rural, and went beyond the national 

concern over proficiency. The 1920s was a period of increasing urba..---i 

drift. So~erset's Littledene was typcial among rural districts in having 

a population only about one-third the size it had ~ossessed fifty years 

50 before. The steady loss of population to the cities provoked consider-

able rural bitterness. In 1933, C. T. Carrington, a Member of th3 

Legislative Council, complP..ined that his son had been told that " ... j_f 

he didn't study harder he would not get a soi't city job, but would just 

51 
become a carpenter or farmer". 

Most ~iral parents, however, had long recognised that the future for 

their children lay in the cities rather than on the farm. This required 

48. H.C.D. Somerset, Littledene, A New 7,ea1and Rural Coor:mnity, (Christchurch 
NZC]~), pp.50-51. 

49. See above, pp. 104- - 107. 

50. Somerset, p.69. 

51. NZPD, vol. 236, 1933, p.38. 



a sound education, and accordincly :;_Jarents sought to influence both their 

children and local teacher to concentrate on achieving an academic 

standard equal or superior to that offered by the larger primary schools 

in urban areas. Few teachers could afford to totally ignore this pressure 

and many sou~~t to accommod~t it to the best of their ability. Somerset 

commented vd. th some surprise that the Li ttledene school had " ... a hard 

and academic course" of apparently limited value for a rural district, 

but he added that this type of education appeared to be desired by local 

parents because good examination grades meant a choice of boarding 

schools in the city. 52 Advocates of the Danish Folk High School concept 

for rural areas were similarly surprised by the general lack of parental 

enthusiasm which again was due Bainly to the preference for core academic 

courses. 53 

, , 
Resume 

Despite apparently widespread concern with the inculcation of 

patriotism, the impact of patriotic teaching on school children was 

questionable. Even during the early 1920s, regular patriotic instruction 

failed to gain a place in Hew Zealand classrooms consonant with the 

prevailing patriotic fervour. To some extent this was due to the poor 

learni..Dg environment that characterised many primary schools. The losses 

of the Great War were only gradually made good by the influx of new 

teachers, and the deficiencies of the training programmes themselves meant 

52. Somerset, p.72 

53. The Danis1.1 Folk High School concept stressed the value of simple rural 
traditions and a naturalistic love of co1.u1try aYJ.d soil. (See 
esuec:i.ally, AJ::-J:R, 1921+, E-1, p.8). A similar fate befell plons to 
introduce agri c·G1 turally based coursc:,s for secondary school pupils in 
country areas, In 1929 the Chief Insp1::ctor of Secondary Schoo'l::, E,J. 
Parr, wa:, forced to admit th:1t despite the desires of some edu;::ation­
ali,:rt::1, thE:,re 1,,1:as little enthusi/J,sm on th3 part of parents for such 
courses. (_AJH}i, 1929, E-1, p.-1). 



that the service contin1.1ed to suffer from a lack of adequately trained 

teachers. The latter, often possessing only minimal academic qualifi­

cations, were frequently unable to transcend the limitations of the 

class~oom enviro~ment and their problems were made worse because of 

the ill-health and fatigue of many pupils in their care. 

The above problems adversely affected instruction in most subject 

areas. In audition, the teaching of patriotism was hindered by further 

difficulties. Contemporary researchers have demonstrated that children 

come to comprehend political concepts only gradually, and their 

conclusions strongly suggest that the highly abstract symbols that 

constituted so much of patriotism during the 1920s would have been 

extremely difficult for pre-adolescent children to understand. This 

situation can only have been complicated further by the history, civics 

and moral instruction sections of the 1919 Syllabus, which were written 

with a somewhat superficial appreciation of the developmental process in 

children. 

Al though the specific problems associated with patriotic teaching 

undoubtedly hampered effective instruction in primary schools throughout 

the Do,ninion, it was the rural schools that suffered most. Country 

teachers tended to be rather less well qualified tha.'1. their urban counter­

parts. This lack of adequate training and experience was rendered more 

serious by the nature of the rural environment and heavy demands it made 

upon the teacher. A further check to the effective teaching of patriotism 

throur,h history and civics was provided by the attitude of rural parents. 

Most rural parents strongly supported the practice of teaching towards the 

profic:icncy examination, for success here meant that their child-ren h8,d a 

better chance of a high scr..ool place or of a well-paid occupation in the 

t ovms. 
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CH.APT:i..:R SJX 

Patriotism under Strain _______ , ____ _ 

The tense political,social and economic climate of the early post­

war period greatly sharpened patriotic awareness in New Zealand.. In 

addition to having the support of a sympathetic government, school 

patriotism was greatly fostered by a widespread public acceptance of its 

initial aims. Teachers were in a more difficult position because of the 

problems they faced in implementing the history, civics and moral 

instruction sections of' Lhe 1919 Syllabus, b~1t the inherent shortcomb.gs 

of this particular aspect of patriotic instruction cannot be regarded as 

evidence that the service as a whole lacked patriotic zeal. 

On occasions the enthusiasr:i of individual teachers ran ahead of 

Departmental plans. In 1920, for instance, a Canterbury teacher attempted 

unsuccessfally to persuade the Department that all schools ought to be 

issued with free engravings of the Queen and the Prince of Wales in order 

1 
that they might better commemorate the recent royal visit to New Zeala..Y1d. 

'i'he Institute considered patriotism to be a vital part of the child's 

education while at school. From its first appearance in February 1919, 

National :Education constantly stressed the need to make children more 

aware of their patriotic obligations. Each issue of Nat:J:_2,Qal Education 

contained a special Navy League column devoted to describing the Navy 

League's work with young people. In May 1919 an editorial entitled 

"The Schools and the Navy" commended the Navy Leaistie' s programme of 

lectures in schools, warning that "unseen forces in the Pacific !nay in 

futu:rG impose upon this baby nation of ours a policy of naval expansion 

? 
beyond tho region of our present imaginationn. -

i. NZEQ, 19?0, vol, 11x;, p.77. 

2. National_ Educaticn;.)1ay ~'.1'19, 
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Between May 1921 and September 19:22, however, widespread support for 

the inculcation of patriotism was to be severely shaken as the Govern­

ment became concerned less with teaching patriotic values to children, 

than with ensuring the loyalty of pupils and teachers through regulation, 

legislation and, finally, persecution. The correlation between growing 

public unease and the increasing tendency towards compulsion and closer 

supervision can be clarified with reference to the work of the United 

States sociologist, N.J. Smelser. 3 Smelser' s research on collective 

behaviour includes detailed descriptions of the "value-orientated 

movement" and the "hostile outburst", the two forms of such behaviour 

most relevent to the inculcation of patriotism in New Zealand schools. 

Smelser def'ines the "value-orientated movement" as " •.. a collective 

attempt to restore, protect, modify, or create values in the name of a 

generalised belief". 4 This definition captures the nature of patriotic 

fervour in New Zealand during the early post-war period; the values in 

that instance being love of country and of Empire, and the generalised 

belief being the fear that school leavers lacked sufficient patriotic 

conviction to enable them to meet the new challenges then abroad in tho 

commu.>1i ty. De scribing the decline of "value-orientated movements", 

Smelser sur;ge st s: 

If the sLift is towards militancy, the moderates protest. Sometimes, 
in fact what has at one time been a successful line of attack in 

' a movement hinders the future development of the movement because 
advocates of this line of attack resist some new strategy or 
tactic. 5 

At this juncture the "hostile outburst" also requires consideration, 

because the increased attention to school patriotism in New Zealand was 

d:Lrectly linked with the widespread fear of militant soda.15..sm. Using 

------·----
3. N.J. Smelser, ThoO'.':';:[_Of Collectivn Behav:iou:, London: Iloutledge a..r1d 

Kc5an Paul, 1962. 

4. IhiJ., p.313. 



the United States Red Scare of 1919-1920 as an example of the "hostile 

outburst", Smelser argues that in this case the Scare assumed consider­

able proportions as a direct result of government intervention in 

enacting legislation against suspected anarchists and communists. 6 He 

goes on to describe the typical "hostile outburst" in terms of an 

activity curve. This _curve begins to subside with increasing rapidity 

once past its point of maximum intensity, due either to diffusion of 

purpose, or to the removal of precipitating causes, or to a reaction 

against the hostility that has taken place on the part of the partici­

pants themselves. 7 Murray confirms the role played by the latter factor 

in ending the United States Red Scare, observing that the excesses of 

patriotism the Scare produced, provoked great public disgust. 8 
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The dissipation of the "value-orientated movement" and the "hostile 

outburst", due in the former case to a shift in tactics and in the latter, 

to a reaction against excesses, both have important parallels in the 

decline of support for patriotic activity in the New Zealand primary 

school during the early 1920s. The introduction of flag-saluting and 

loyalty oa.thn increased the shift towards mili ta.>1cy noted by Smelser as 

being a prime contributor to the disintegration of "value-orientated 

movements", and resulted in erstwhile patriots questioning the need for 

such activity. Loyalty oaths in particular introduced a new elem8nt 

into the movement for increased school patriotism, that of persecution. 

The Weitzel case and the subsequent furore over Miss Park brought the 

ha:rassment of' teachers suspected of disloyalt;ir to a peak, with the 

actions of Parr, in particula:r, facilitating a widespread reaction 

age.inst the excesses co1c1rni ttea. by an over-zealous administration. 

6. Jbid., p_p.226, 2 7[-
:)_). 

7. Ibid., p.257 - 261. 

8. Murray, "' n p .. o+'--·• 
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1. Compulsory Patriotism 

The introduction of compulsory flag-saluting, in May 1921, provided 

the first indication that the switch from merely inculcating patriotism, 

to ensuring loyalty through direct Ministerial intervention, was not one 

that would gain unanimous approval from either the public or the teachers. 

Quite apart from the predictable barrage of criticism from left-wing 

groups, doubts as to the wisdom of' the new regulations were also express­

ed by those who had in the past been active supporters of school patriotic 

activity. In July 1921, for instance, Cecil H. Clinkard, himself a 

regular guest speaker at school patriotic functions in Auckland, warned 

that the over-regulation of flag-saluting would result in the practice 

deteriorating into " ... an empty mockery of patriotism" . 9 

A number of teachers considered flag-saluting by regulation to be 

both artificial and "shovrJ". One teacher who claimed to have served 

overseas during the Great War complained in a letter to the New ?':_~:h,and 

Herald that flag-saluting represented but a " ... superficial method of 

getting loyalty". While approving of the need for patriotism amongst 

the young, he rejected what he termed the "outward conformity" of the 

"American type", in favour of the "silent French type" which lay " ... 

too deep for show" . 1 O A Christcburch teacher admitted that he saluted 

the flag, not because he felt it to be necessary, but because he feared 

the consequences of disobedience: 

9. 

1 o. 

11 . 

I will obey the law for the same reason that I wou1d obey orders 
to introduce the dogma of some church. Latimer, Hampden, Pym, were 
ready to sacrifice themselves for a principle. They are to be 
admired, though I do not intend to go so far myself. 11 

In m:I.d.-19:?1 these attitudes were not yet typical. Parr was even 

N~'i, 15 -July 1921 . 
E1Il, 1 ') 

,L NaJ -1921 . 
J'E;~' 29 ,Turv: 1 O?·l 

,/'-- I . 
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able to cla"i rn with some justification that a leading headmaster had 

assured him that flag-saluting had met with no objection from teachers 

he had spoken W"th. 12 • ~ In the long-term, however, the change in emphasis 

brought about by the introduction of flag-saluting was to prove consicler­

ably more decisive than its immediate impact suggested. The first step 

in ensuring loyalty through compulsion had been taken. It required only 

the extension of goven1ment activity in a more personal and radical 

direction, for discontent to become overt. 

The shift in emphasis was not long in coming. The Weitzel incident 

and Parr's subsequent statement of 25 June concerning loyalty oaths for 

teachers caused considerable misgivings well prior to the opening of 

13 
Parliament. The churches either remained pointedly silent, or expressed 

doubts about the value of the measure. Bishop Brodie, the Roman Catholic 

Bishop of Christchurch went so far as to claim publicly that several 

denominations were unhappy with the loyalty oatn proposals because 

subscription to the oath could at best result in a superficial declaration 

of allegiance. 14 The reaction of the press was likewise, critical. The 

editor of the Ma."1awatu Daily Times argued that even if some teachers were 

as disloyal as it was being claimed, this in itself was " ... not a 

sufficient reason for submitting the whole of the profession to a test of 

loyalty". Furthermore, he $aw the introduction of loyalty oaths as 

having a detrimental effect on teacher morale: 

12. 

13. 

i 4. 

15. 

To require all teachers to take the Oath of Allegiance would be to 
offend the dignity of the great bulk of the teachers, while it 
would not p::::·otect the servlce from the individual who is p:r:ostituting 
his position for disloyal purposes. 15 

~' vol. 191 , 1921, p. 974. 

See above, p.119. 

NZH __ , 28 June 1921,i 

MDT, ___ ., 29 June 1921 • 
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The doubts expressed over the wisdo'Jl of the oath outside the House, 

however, were notrung compared with its reception once Parliament 

opened. The Labour Members fought the loyalty oath clause of the 

Education Amendment Bill with tenacious fury, Fraser denouncing it 

as " ..• a quite unnecessary and rather stupid piece of legislation". 

Fraser ridiculed any suggestion that teachers were disloyal, and 

accused Parr of leading a "heresy hunt" against the entire service 

because of the Weitzel case. 16 S.G. Smith was one of five Independents 

in the House wno deplored the measure, and he accused the Minister of 

11 • • • casting a stigma upon the teaching service". 17 

Most Liberal members present, while at pains to stress that they 

supported school patriotism, also condemned the loyalty oath clause. 

The Member for Wairav, R. McCallum, aptly summed up the doubts many in 

his Party felt: 

By all means let us have our ceremonies of Empire, because they 
inculcate the spirit of loyalty among the boys; and it is right 
&~d proper too, to take the Oath of Allegia~ce on fitting 
occasions, but to introduce it in this insidious way savours of 
suspicion a~d mistrust, and is calculated to bring the oath 
itself into disrepute. 18 

There were even indications that some Government members felt the 

same way. A. S. Malcolm, the Member for Clutha, acknowledged the reasons 

behind the introduction of loyalty oaths, but pleaded for II com11on sense" 

• th • 1· t. 19 in .eir app ica.ion. Although Malcolm swallowed his reservations 

and voted with his Party when the final division came, two Government 

members, includirig the future Coalition Prime Minister, G. W. Forbes, 

16. ~' '701. 191, ·1921, p.953. 

17. Ibid., p.959. 

i 8. Ibid~, p.973. 

·) 9. Ibid., p.938. 
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ranged themselves with the Opposition. 20 

Their defection was to no avail, and the Education Amendment Bill, 

together wlth its controversial loyalty oath clause, passed through the 

House a.~d became law. Commenting on the new legislation, the editor of 

the Waikato Tim-3s stressed that "stout patriots on all sides of the 

House are opposed to the manufacture of loyalty by an Act of Parliament", 

but his most biting criticism was reserved for Parr: 

•.. Mr Parr shares with many other people an idea that a wave of 
blighting communism is sweeping over the country and that it is 
necessary to arrest its progress at any cost. There is no 
doubting his sincerity, but a nu~ber of people doubt the wisdom 
of submitting one of the most loyal sections of a loyal 
community to a test that would imply the prevalence of disloyalty 
in their ranks. 21 

If the press doubted the wisdom of loyalty oaths, the teaching 

service was even more sceptical. The introduction of the loyalty 

oath clause created considerable dissatisfaction among teachers, and 

helped to widen the already existing rift between teachers and the 

Education Department. 

Teacher opposition to the new legislation only rarely took the 

form of open disobedience, and this led to some education authorities 

to suppose, erroneously, that no problem existed. 22 

20. The final divisio~ went as follows: 

Ayes 

Reform 
Liberal 
Independent--Reform 

Total 

2'i. WT, 1 N ovem::,er 192·1. 

34 
2 
2 

33 

Noes 

Reform 
Liberal 
Independent-Labour 
Labour 
IndependP.nt--Reforrn 
Lib-Lab 

2 
10 

3 
10 

1 
1 

27 

22. 'fhe Depur·t.rncmt sub s8q_uentJ.y claimed that in nearly twenty years o-f' 
cc'llpulsory loyalty oaths, only ten t~achers in _the pri".la.t,y 3.'-;'rvic;'.1 hocl 
refusr:)d to ::;ig;1. ();: thcs•~, six bad f:mally agreed to SLf',D 2£1;.2-r tney 

. ·tt ·' ~- ; d . " ... - ,··e11c"' c 1 "US'("" ( ·'11A1r·1 °i1·-.rl c,.'J.l' 23 {Hid been pf::rn11. - eu. l,o P-.J. a c.nn.0c.J... _,.,._, ...-.L•:J. .,,, •\.:...:...:-.:~_.;_.~~-- ._\. ...i (_,,~·-·' 

September 1941). 
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The Chairman of' the Auckland Education Board., E. C. Banks, reported in 1923 

that during the first year of co11pulsory loyalty oaths, " ... no 

difficulty [ha~ been experienced by the Board in obtaining from all the 

teachers in its service ready compliance with the Act requiring every 

teacher to take the Oath of Allegiance". 23 

Such apparent acquiescence, however, maslrnd considerable dissatis--

faction in the teaching service. The handful of refusals which carne 

to the attention of either the Education Department or the boards merely 

indicated that :f'ew teachers were prepared either to withstand the pressures 

which could be brought to bear upon them, or to risk their careers. A 

teacher reluctant to sign the oath at his school had in the first instance, 

to face the wrath of his headmaster. Every headmaster was held personally 

responsible for seeing that his staf'f signed the loyalty oath f'orm in the 

prescribed m3.i."lner, and for :f'orwarding all the completed forms to the 

education board concerned. Boards were apt to act swiftly if a school 

was slow in returning forms. In August 1922, the Wellington Education 

Board sharply reminded the Directors of both the Wellington 'l'echnical 

School and the Petone Technical School to send their lists of staff 

sign3.tures to the Oath of Allegiance. 24 UndeTstand.ably, few headmaste r"s 

were likely to look kindly on a recalcitrant teacher, when ari.y delay could 

result in a tersely worded memorandum from the board. Hugh Brown, a 

probationer at Geraldine District High School in 1923-1924 and subse­

quently a student at Christchurch Training College, undoubtedly had the 

"internal disciplinary system" of the school in mind when he claimed that 

11 ••• there were very subtle ways in which influences could be brought 

2 IC'. 
to bearli. :; 

23. !0°Hg, 1923, E-2, p.11. 

24. l_lfvVt~G, vol. eJcven (16 August 1921), p.13O. 

25. 
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Brown was also aware of a less tangible but equally formidable 

type of pressure exerted by what Willis Airey once described as, " 

the tyranny of the public". 26 For teachers, public pressure was most 

frequently manifested through local parents and this obliged them " 

to pursue a cautious and guarded course ... in their professional 

duties". 27 Although parental pressure of this nature was never as 

obvious as it was in the United States, it was still unwise for a 

teacher to allow himself to be singled out for criticism, particularly 

where patriotism and loyalty were concerned. 

For a teacher prepared to resist both headmaster and parents, there 

was still the board to contend with, and beyond the board, the Depart­

ment. It took individuals of strong will and deeply rooted conviction 

to withstand the punitive powers these institutions were capable of 

wielding. Most teachers who initially refused to sign the oath, later 

found it easier to give way whilst attempting to salvage as much dignity 

as possible. In 1923, for instance, A.E. Caddick, a young teacher at 

Wellingtm C allege, refused to sign the oath. At length, when the 

Department threatened him with instant dismissal with no possibility 

of re-employment a...-..ywhere in New Zealand, Caddick gave way flnd signed, 

28 
though he insisted on noting his protest in the document. 

26. Airey, pp. 19-20. 

27. F.W. Hart, "The Freedom of the Teacher", the text of an address to 
the Nev, Zealand Education Fellowship Conference held i_n New Zeala.'1d 
in July 1937, in Modern Trends i12 Education, ed. A.E. Campbell 
(Wellington: Whitcombe and Tombs, -19]8), p.41+3. 

\ 

28. W.A. She at to W. C. Purdie 17 April 1923, Ormond Burton Correspondence, 
Folder 43, Archives, Wellington. Ormond Burton C orrespo:'.1.denc:e hereafter 
cited as O.B. Corr. 



Few teachers were prepared even to go this far. Signing the oath 

and swallowing one's personal reservations was a far more attractive 

proposition. S.G. Smith, recalling his experience as a member of the 

Taranaki Education Board, complained to the House that the oath 

encouraged a pragmatic attitude to patriotism on the part of teachers, 

and he claimed to know personally of one teacher, who, when asked if 

he would sign the oath replied, "I do not want to lose my job". 29 
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For the majority of teachers, the real question was not whether the 

oath should or should not be signed, but why it had been deemed necessary 

to introduce it in the first place. Many teachers prided themselves on 

their patriotism and loyalty. Those who had served overseas during the 

Great War had already signed an Oath of Allegiance prior to their 

departure from New Zealand. After four bitter years of proving their 

love of country in the trenches in Fra.~ce they were, like Colin Gillies, 

" ... damned annoyed at having to re-affirm it". 30 

The Institute and several branches of the Head:nasters' Association 

strongly protested at what they considered to be a high-handed Depart­

mental action. The Auckland Headmasters' Association believed that 

loyalty oaths pre-judged the entire teaching service because of a f'ew 

individuals who were really disloyal. After a lengthy discussion on the 

whole question of loyalty oaths, the Association wrote to the Minister, 

protesting that " ... the great body of teachers of' primary schools are 

exceedingly loyal, and that therefore there is no necessity to enfor-::e 

the Oath of Allegiance II 31 

29. NZPD, vol. 192, 1921, p.114. 

30. FmL Dibc~ Gr. 

31. B-J.MA\1, Minu-te Book ·1919-23 ( 4 November 1921), pp.102-103. 
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As Departmental officers, inspectors were rarely able to make 

their opinions known in such forthright terms, but there is evidence 

to indicate that they too, were considerably discomforted by the Oath 

of Allegiance. Following the introduction of the oath in March 1922, 

inspectors lavishly praised the patriotism of teachers in their annual 

reports. These very generalised commendations contrasted markedly with 

their extremely specific criticisms of history and civics, and suggest 

that inspectors were attempting to represent teachers in the best 

possible light for the benefit of a Minister who appeared obsessed with 

the question of loyalty. In 1923 the Auckla.~d inspectors insisted that, 

"t h t d 1 1 • 11 32 eac ers were earnes an oya 2n every wa:y. Taranaki inspectors 

spoke enthusiastically of the increasing numbers of teachers who were 

instilling 11 ••• an appreciative attitude towards matters that tend to 

make them !}he children] worthy citizens of our Empire" . 33 

Undoubtedly, both inspectors and teachers were adversely affected 

by the general deterioration of relations between the service and the 

Department at this time, and the introduction of loyalty oaths must in 

part be regarded in the wider context of the latter's 11 ••• determined 

efforts to secure closer supervision of the professional work of teachers". 31+ 

By 1923 every school was required to submit a scheme of work to inspectors 

for approval. In addition, all teachers were obliged to keep a workbook 

containing a.¥1 outline of their daily and weekly work, Parr justifying this 

last measure by complaining that " ... too many teachers appear Gd] to be 

satisfied with slovenly writing and carelessly set out work ... ". 35 

32. AJHR, 1923, E-2 (Appendix A), p.111. 

33. AJHR, 1921+, E--2 (Appendix A), p.x. Throughout the decade, successive 
attempts c.m the part of the Government to more closely cont1·()l the 
activities of teacbers provoked lavish inspect oral assurar1ces as to the 
loyalty of the professio:::1. This was 8spec:ially noticeable immediately 
f·ollowin g the creation of the Teachers' Registrar in 192!+_, an.d again 
af'ter the Governm,mt I s unsuccess:f'ul attempt to extend the di sc:i_plinarJ 
powers of the education board::; in 1927. (See below, pp. 173-175). 

31.r-. E-wing, J).1 Gl+. 

35. NZ~, -1923, p.163. 



Teachers were intensely annoyed by such remarks. The Institute 

reacted with a sharply worded editorial in National Education. 36 The 

Auckland Headmasters' Association was particularly critical of what 

it regarded as an increasing tendency towards dictatorship, and pro­

tested " ... most emphatically against the continued issue of regu­

lations without previous consultation with the Institute". 37 

In an already strained atmosphere, the introduction of loyalty 

oaths placed a serious barrier between teachers on one hand, and the 

Education Department and the Government on the other, which was to 

persist throughout the -decade. 38 Consequently as both part of an 

unfortunate process, and as a drastic measure in its own right, the 
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Oath of Allegiance considerably hindered school patriotism. A service 

which had learned to distrust its employers and wh:Lch, in addition, had 

suffered the indignity of having the loyalty of all its members publicly 

called into question, could hardly have been expected to teach patriotism 

effectively. 

Without the enthusiastic cooperation of the teachers, however, the 

patriotic zeal of the administrators was of little real value. S.J. 

Ingle, describing what he terms "the paradox of educational decision--

making", has claimed that " those who have the nominal authority 

of for~ulating policy in reality have the least effect upon the end 

7q 
proc.uct11 • ..J~ In order to make a significant impact on the education 

system, any policy decision has to be fully understood and supported by 

the teachers who implemented it. Judged in the liEht of Ingle' s research 

the decision to introduce loyalty oaths was a blunder, for it not only 

36. 

37. 

Ewing, fi, 165. 

MAh'MA, vol. 1923-1928 ( 15 February 192L~), p. 69. The Association 
'j';ade similar protests in November ·1919, and in April 1920. 

had 

38. Ewing, p.166. Ewing clairn3that the confidence of teachers we.s 11ot r.3-
storcd tmti l the appojntrncnt of N. T. Lrunbourne as Director of EciLlcation 
in ·1933. 

39. S,,T. Incle, "'l'he Poljtics of ECuc2.tion: .l\. Study of At-Litua.e.s,PrcsE::.:re:;co 
nnd Rclat:i_or.s j_n the Nev.- Zee.le.rid Ed 1.1cation Systom'' ,(Ph.D.dis~;e1°tation, 
Vid-ori_a Un:i vc-1·si t,r, 1 SG7), p. 331. 



encouraged pragmatism and qynicism throughout the service, but 

forced even the most loyal of teachers to re-examine the foundo.tions 

of their patriotic convictions. 

2. The Batt.le over Religious Sensibilities 

For a tiny minority of teachers, loyalty oaths were to present 

an intolerable intrusion, not just on the freedom of the teacher, but 
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on the relationship between God and man. In early 1922 a Christchurch 

teacher, Frederick Page, refused to sign the oath for religious reasons 

and was in consequence relieved of his position. Dismissal left Page 

undaunted,, for part of his aim in refusing to sign the oath in the 

first place had been to encourage other teachers to take a similar stand. 

Support was not long in coming. Page was joined first by W.E. Purdie, 

a teacher at Marlborough College, Blenheim and then by Ormond Burton, a 

nev,ly appointed teacher to Grafton Primary School, Auckland. Like Page, 

both Purdie and Burton refused to sign the oath on religious grounds. Each 

man regarded the oath as containing the unwarranted assumption that 

loyalty to one's nation came before loyalty to God. As Christians and as 

40 
Presbyterians they ranked God the higher of the two, though none of 

them would have considered that this implied disloyalty, or that it 

absolved the citizen from his duty. Indeed, Burton, the most well lmown 

of the three, had quit his first teaching post in 1914 to join the Nevr 

Zealand Expeditionary Force. Before going overseas he had willingly 

40. Burton later rejected Presbyterianism and becmne a Methodist Minister 
in 1935. If the Prcstyteriru1 Churches' failure to sup3iort his stmid 
over loyo.lty oaths at al] influenced hirr:. in this decision he WEtS to 
be sadly disilJusior.ed, for his activities in the Chr·ist.ia:'1 Pacifist 
Society rC: sul tecl :in his expu.ldon from the Ministry in 1942. 



signed an Oath of Allegiance, be lj eving at the time, that this 

document included the unwritten implication that duty to God came 

before duty to the state. 41 

Burton was discharged from the army in 1919, a much decorated 

officer. His next three years were occupied in reading for his M.A. 

degree at Auckland University College, campaigning for the New Zeala..~d 

Alliance, taking part in voluntary Y.M.C.A. work and in writing a 

history of the Auckland Regiment during the Great War. 42 In late 1922 
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he decided to resume teaching. It was to be a f_ateful decision, prompted 

in part by Page's dismissa1. 43 Before taking up his position Burton was 

required to sign the Oath of Allegiance. This he refused to do unless 

he was also permitted to state in writing, as an integral part of the 

oath, that he would do his duty to the state unless and until that duty 

conflicted with his responsibility to God. On 5 February 1923, Burton 

wrote to Parr outlining his position and requesting permission to take 

the oath in modified form. Parr refused his request, claiming " . ... , 
neither the Department nor myself has any power to modify the form of' 

the Oath of Allegiance". 4-4 Burton continued to remain adamant, and 

was, like Page, dismissed. 

In the meDntime the third of' the trio, Purdie, had also been 

prompted by Page's dismissal into a closer examination of the implic­

ations of signing the oath. Continued refusal to take the oath in its 

prescribed form resulted, once again, in dismissal. Purdie' s subsequent 

attempts to gain the support of both the Institute and the Presbyterian 

Church wore ur..successful. Purdie' s lawyer and friend, W.A. Sheat, 

1+1. Paee to Burton, 20 January 1924. O.B. Co.r..r-

42. 80P above, I11t:r0duction, footnote 33. 

43. Page to Burton, 20 Ja11uary 19211-, Q..,2_._LQ!.'J:. Sec AJ.sc;i ,Jahn A. Lee's 
defence of Burton, (NZJD, voL·i99, 1923, pp.27?-273), 

~14 • _!iZPD, voL 199, 19~.3, p.T/2. 



conf'ided to Purdie that the Ir.stitute was " •.. a very respectable 

body and jealous of its reputation in this respect". 45 It was not 

prepared to risk its good name defending three individuals who were 

refusing the sign the oath because of a religious technicality, though 

Sheat did detect some support for their stand amongst individual 

46 Institute members. 

The Presbyterian Church, likewise, offered small comfort. Its 

Wellington Headquarters took two months to reply to Purdie' s request for 

assistance. When an answer finally arrived in late June 1923, it was dis­

couragingly brief and even managed an oblique condenmation of Purdie' s 

position: 

I would say frankly that I regard the oath in question as needless 
and useless, but I also think that objectors to it are making 
trouble for themselves where none can be found. If we are to go 
through life looking for every possible difficulty and objection 
we shall never be without them. If you look at the spirit and 
intentioD of the oath I do not think that you can find disloyalty 
to God in it. Indeed, the very fact that it is an oath, implies 
a recogr1ition of God as the supreme authority. 47 

' 
Like Purdie, Burton too was unable to enlist Church support. He 

attempted strenuously to get the whole matter of loyalty oaths for 

teachers brought before a full General Assembly, but the prevailing 

climate of opinion within the Church militated against success. 48 

Despite their failure to gain help from this quarter, the stand made 

by Burton, Page and Purdie attracted considerable interest. In an effort 

to get Purdie' s case fully discussed, Sheat began a campaign in 

l.;-5. She.::.i,t to Purdie, 17 April 1923, O.B.Ccirr. 

46. Ibid. 

47. Rev8rend W.J. Cornie, General Treasurer of the Presbyterian Church, to 
Purdie, 20 June 1923, ~_B..!-Co_F_!. 

l-1-8. Undoubtedly the Church feared a serious rift in its ranks over· the issue 
of loyalty and Christie.n Pacificism. The Reverend James Gibh, then Chair­
man of the League of N atior:s Union and a prominent Presbyterian had 
just preached a serrr:or. denouncing the Government's treatment of B'..l1i:on. 
and Page. G~_bb' s action provoked. bitter oppositior.. from within the Churcb 
and under the ci.rcurnst ances it was hardly surrr:i.sing UtEJ.t the (~ew,ral 
Tru/3.surer exercised considerable caution in PurdiL1 1 s case ( s2e Barb8r, 
pp.225-228). 
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the teacher's hometo·,rn nev1spaper, the Hawera Star. Initially, public 

reaction was decidely 1.msympathetic. Few apparently " ... consider [ea] 

it worth kicking up no end of fuss over one or two individuals". Some 

Hawera residents even branded both Purdie and Sheat as "disloyal", 

though as Sheat ruefully ccnficled, they were at least hearing the facts 

from the other side now.49 

Parr himself probably provided a major turning point when he 

personally became involved in the controversy. In a letter to the 

Hawera Star, the Minister argued that it was farcical for teachers to 

object to taking the oath on religious grounds, because even Ministers 

of Religion took a similar oath prior to serving with the Armed Forces. 

"The Chaplain argument, twisted out to stop criticism from church 

people", was She at' s contemptuous verdict. Against this She at claimed 

that there we.s 'n ••• a difference between a parson who voluntarily 

enter [ea] the service knowing that one of the preliminaries would be the 

taking of the oath", and teachers who in many cases taught for years 

before being suddenly required to do so. 5O 

Althour,h Parr ignored Sheat' s rebuttal, the mood of the public 

seemed to be changing. Sheat was surprised and relieved to discover 

that after some weeks of explanation and argument, people were " •.. 

expressing disapproval of the Government's petty attitude and approval 

51 oi' my remarks". Likewise, Burton and Purdie found that after an 

initially poor reception people throughout the country were rallying to 

t:beir defen-:::e. The Auckland Star and the _byttJ.eton Times both vigorous-

ly campaigned on their behe.lf, drawing praise in the House from J ohrl A. 

Lee, the Lab cur Member for Auckland East. 52 

49, Shent to Pu1·di8, 17 April ·19L3, 0.B.Corr. 

50,. ll:.:: d. 

51. lhid. 
52. NZ.f.Q,, vol. 199, 1923~ p.273. 



The whole incident now seemed stalemated, with neither side 

prepared to accept the other's position. Then, in October 1923, 

circumstances changed with dramatic suddeness. It is unclear whether 

the three teachers decided to present the Department with a "fait­

accompli" which it could not ignore, or whether the Department had 

finally decided to let the teachers win by default. In view of the 

rising public sympathy for Burton, Page and Purdie, the latter appears 

at least probable. Whatever the reason, the three insisted upon being 

allowed to sign the oath. Upon adding their signatures, each man 

quickly attached a prepared reservation in the form of a covering note, 

specifically releasing himself from any obligations if he felt that 

duty to God conflicted with duty to the state. 

Either through good luck or careful timing, Burton's Jetter of 

explanation which accorr,.panied the completed forms never reached Parr. 
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The Minister was overseas, and in his absence the final decision was 

Caughley' s responsibility.. There is some evidence to suggest that Parr 

had not adequately ccnsulted Caughley over the introduction of loyalty 

oaths, and that consequently, the two men had a poor working relation­

ship. 53 Certainly, Caughley disposed of the whole issue now before him 

with an almost indecent haste, claiming that "the Department is only 

concerned to see that the law is strictly observed" . 54 No mention was 

made of any need to cr.ange the Act. After receiving notification of the 

Department's reaction, Page claimed jubilantly that, "the f'inal step 

[embodiment of' a special qualifying clause as an integral part of the 

oatrJ , cennot now be withheld ... ". 55 

53. D.G·. Thomson, nPolicies, Problems and Politics in New Zealand 
:Education, 1920-1930n, (N; . .A. dissertation, Victoria Univers:;_ ty, 
1CJ-72) p.l-1-2 • .See also below. footnote 57 . ..,.. , , .. 

54 .. Caughlcy to Burton, 3 November 192), O.B. g_~r. 

55. Pr:.ge to Burton, 20 Jarn.12.ry 19?11., O.B. Carr. 



In fact, Caughley' s decision to accept the oath in the form 

given by Burton, Page and Purdie rendered such a step unnecessary. 

The number of teachers who were to object to signing the oath on 

religious erounds was exceedingly small, and they were able to use the 

precedent now established with little difficulty. The most significant 

aspect of the case was not that three teachers had won the right to 

sign the oath in the form their consciences dictated, after a year of 

defying both the Government and the Department. It was not even that 

the length of the struggle and the considerable stature of Burton had 

thrust the question of loyalty oaths into the national arena. The 

greatest significance of Burton, Page and Purdie's stand lay in the 

behaviour of their opponents, who, in their desire to gain full 

compliance with the Act, unwittingly brought school patriotism itself 

into the public eye. 

3. The Limits of Patriotic Zeal 

Much of the responsibility for the ultimate decline of patriotic 

zeal in New Zealand lay with Parr. In many ways Parr was an outstanding 

Minister whose :interests covered virtually every aspect of educational 

progress during a period of considerable foment. Upon his death in May 

1941, the New Zealand Herald recalled: 

In politics, he was normally classed as a Conservative, yet his 
achieverr:ents in remodelling New Zealand's education system were 
in themselves a denial of the ill-informed interpretations 
customarily given to such a political label. No other Minister 
of Education can claim responsibility for such an imposing and 
successful list of reforms as the School Dental Service, the 
establj shment of intermediate schools and the national grading 
:,ystems for teacr.ters, all of which were introduced and actively 
developed Lmder Sir James' direction. 56 

56. N!!J, 5 May 194-'l. See also Ewing,pp.155, 171, 175. 



Unfortunately Parr's 2bility and energy often made him tactless 

when dealing with others. There is little reason to doubt Thomson's 

assertion that Parr frequently quarrelled with senior Departmental 

members through his failure to consult them ad.equately before deciding 

upon a course of actio!l. On the other hand, there is some danger in 

viewing Parr solely through the eyes of education administrators and 

teachers, who, having all too often suffered because of his brusque 

maimer, came to believe the worst of him. 57 In reality, Parr was a 

man of paradox; an enthusiastic supporter of the League of Nations, 

yet also an ardent imperialist. 58 It was this latter conviction which, 

when allied to his reputation for highhanded zeal, led him into 

difficulties over the question of school patriotism. 
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It would be unwise to regard Parr as the major factor in the 

upsurge of patriotic fervour that swept New Zealand during the years 

immediately following the Great War. If he had not been Minister of 

Education, the distinctive features of early post-war patriotism would 

still have been m2.nifested in the Dominion's primary schools. The Scr.ool 

Journal would still have been largely imperial in tone, the Navy League 

just as active in advocating child support for a stronger Royal Navy. 

Flag-saluting would still have become compulsory in schools, and in all 

likelihood, loyalty oaths for teachers would have followed as a natural 

consequence of the increasing Government concern with loyalty. Ironically, 

57. 'l'homson, p.1+2. 'l'homson cltiims that Parr appointed Dr Ernest Marsden 
as Assistant Director of Education in order to by--pa:.:::, the necessity 
o:f cons111ation wi.th Caughley, whom he disliked. See also,N i:,tional 
H'd Ct~ ,.. • _, O')'.) i::;1 'l'h ,a~,. ·, ,' 0 ,, \f -,;-,.• r "'7 ·;~d- ~ ·t • 1-~;;---·::;;:;·-:--: 1 1 "-. r, 
;•-' ucu ... ,r1 , .,1, .••• , P·~· . e e • "'- J. ;:,_~~ on ·- ~ lh,a. 1.on a L0gc~•- C:v ... \L,J.,,n 

bot1hoe-:1 Farr ,qrn:1 iv1t'crsd en over sev e r-9.2. controve. rnie..1. ~8 g,;latior,.s. .Ar. 
equa] J.y J ikc 1y reason for Marsden' s ,xppointment, however, was his h11o·N-

1edge of intt.::l.U gence testing; a v:ital corrmod.i ty in a country on}y then 
·begir1uinr, to c~pprociu.te its va.l~e to education .. 
Je,njdn, :r;,'29 .. 1h~ New ZE:alrJJ.1'1 1 s H:i.gt1 Cor:nrissioncr in Lnndor: •il)26-·1930, 
·1931J-1;j6, Parr hc.1d the roqJOnsibility of re:;:,resenting '.:;he Don,:i..nion. at 
the., Lc)crun' s i}e,::~_dr..~ur_i_:r·Lnr~~ in Ge:.1evae Jtink-j_11 cor1niders tf1Ei.t he TJerforrnod. 
!1is taf3:~: us l\TC!V{ ZcuJ::L11d.' s L"!.:r1ba.f;sacio1· to the !Jc ague cvrnm(;nJ.ebl:r·~ 



Figure 4. C. J. Parr: Minister of Education, 
1920-1926. In some ways a visionary, but 
also stern and inflexible, Parr typified 
both the dreams and the dogmatism of the 
early 1920s. 

(New ZeaJand ~~) 
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Par1·' s greatest significance lies not in his efforts to extend school 

patriotism, out in the blow he dealt to patriotic zeal generally through 

his precipitate actions. It was Parr who ciragged the Weitzel incident 

out over several months by ordering two inquiries, both of which publicly 

exonerated the participants from all complicity.It was he who stead­

fastly refused to corr.promise with Burton, Page and Purdie, thus allowing 

the whole affair to attract widespread interest and sympathy for the 

three teachers. Once Parr had ma.de up his mind, especially where patriotism 

and loyalty were concerned, he all too often pursued his chosen course 

beyond what most New Zealanders saw as rea.s-onable limits. Nowhere is 

this weakness better illustrated than in his handling of the Park case. 

The Park case overlapped both the latter stages of the original 

Weitzel incident, and much of the religious conscience question embodied 

by the stands of Burton, Page a~d Purdie, On 15 September 1921 Jean Gladys 

Park, a young teacher at the Carterton District High School near Masterton, 

angered by Parr's handling of the Weitzel incident, wrote 2n indignant 

letter to Nat--i ona.l Education. Park was especially critical of the Minister's 

decision to deprive Weitzel of her Teachers' Certificate and to subse­

quently force two enquiries into the behaviour of students; 

It is said that politic al control of the teaching profession from 
the hni versity down made the people of Germany as "puttyH in the 
hands of her "VJar-Lords". It is just this principle that I see in 
the reported activities of the Minister. 

Park's letter appeared in the 1 October issue of National Educat\,?I:, 

provoking the ec1i to rial comment that in this case, the Minister·' s aetj_ons 

had been " ... in the general interest of the country". 59 UnfcrtUi.,ately 

for Pa::-k, her leti:er attracted considerably more attention than -the 

perfunctory cormnent of the editor of National Ec\~~..:::~J.2E.• The Carterton 
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District High Schoel Committee was incensed at what it interpreted as a 

blatant attack on Parr. Accusing Park of gross insubordj_nation and 

serious misconduct as a teacher, the school committee demanded that the 

Wellington E3.ucation Board set up a full inquiry into the matter. 60 With 

some sections of the Carte rt on community backed by the local press 

already alleging that Park was guilty of disloyalty as well as misconduct, 

the Board lost little time in setting up a special corrmittee to consider 

the charges against her. The committee duly reported back to the Board, 

and while it admonished Park to be more discreet in the future, it 

cleared her both of the school committee's charges and of the more serious 

allegations of disloyalty. 61 

The Board did not accept the findings of its committee wi t:-1out 

disagreement. In. what proved to be a stormy session, three members of 

62 
the Board, including the future Minister of Education, R.A.Wright 

claimed that the committee had been too lenient and demanded that it 

re-examine Park more closely. Their views ran counter to those of the_ 

other six members present, and a bitter debate followed in which Wright 

clashed with the Chairman of the Board, Thom.as Forsyth. In answer to 

Wright's charge that Park had advised her class to read the Macrilarid 

Worker, Forsytb retorted that it had been merely a joking remark:. 

Addressing the three dissenting members, he warned them that "political 

capital Gas] being made and he for 

Board to be made a 'stalking horse' 

one Gas] not 

11 63 . 
going to allow the 

The meeting upheld the committee's decision by six votes to three, 

a result which prompted the ed:l.tor of the MaoriJ.and Worker to jubilantly 

60. MI_?1, 15 December 1921. 

61 • Tuid.. 

62. M:in:lster- of Education in the RfdO•'m Administi·at:ion from ~l2y ·1s126 
w1til December 1928. 

63. mm, 15 D2cembcr •i92·1; MW 21 Dece::n1bor 1'.:)21. 
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exclaim, " ... the three Jingoists were smacked to the boundary, o.nd 

" 64 peace descended upon the proceedings . In reality, peace was far away. 

Parr had been observing the Wellington Education Board.' s inquiry with 

considerable interest, and upon learning of its decision he determined 

on decisive action. His first step was to appoint A.D. Thomson, an ex­

stipendary magistrate and public service commissioner, to hold a public 

inquiry into the charges the school committee had originally le.id 

against Park and to report its findings to him. To reporters he claimed,, 

"only this course can give satisfaction and allay the suspicions caused 

II 65 
by the extraordinary actions of the Board.. Parr then threatened 

Park with cancellation of her Teachers' Certificate if she failed to attend 

the new inquiry. 

As in the Weitzel case, Parr had chosen to act unilaterally. He was 

soon to become aware that the mood of the country had changed. There was 

now much less evidence of the intensive patriotic zeal that had charact­

erised public reaction to the arrest and dismissal of Weitzel. The editor 

of the M9....riawatu Daily Times complained that, "the action of the Minister 

is ari attack upon the Education Act and the Education Boards throughout 

the Dominion, and is without parallel in the history of public adminis­

tration". 66 For the second time in just over a month, the Wellington 

Education Board met with its members in an angry mood. On this occasion 

there was unanimous support for their committee's decision to take no 

further action against Park. It was decided to advise Park to attend 

Parr's proposGd inquiry but to avoid any mention of its actual legality. 

Forsyth was insistent that the Board's inquiry committee should attend 

61+. MV{, 21 December 1921. 

65._ lli2.'£, 27 December 1921. 

66. Ibid. 



any new inquiry, 11 even if Lmwelcome". 67 The editor of National 

Education who had been critical of Park's original letter, strongly 

criticised Parr's action and went even further than the Board in 

questioning the legality of the Minister's intention to cancel a 

Teachers I Certificate 11 in the arbitrary manner he had threatened 

to do with Miss Park if she didn't face a second inquiry". 68 
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Park, however, had no intention of facing another inquiry. In 

February 1922, she f'iled an injunction with the Wellington Supreme Co'.lrt 

to restrain the Minister from cancelling or suspending her certificate. 

The stage was now set for an important legal battle. Both Park end Parr 

were ably represented, the former by M. Myers, later Chief Justice Sir 

Michael Myers, and the latter by Sir John Finlay, KC, one of the 

D • • 1 1 d. b • t 69 ,m.. th • 1 t M th om1.n1.on s ea 1.ng arr1.s ers. nuen e case came up 1.n a -e ay, . e 

briefs had been thoroughly prepared. Defending Counsel alleged that 

the Minister possessed authority to cancel or suspend Park's certificate 

under regulations gazetted in February 1912, while Counsel for the 

Plaintiff argued that he could cl~im no such right. 70 

67. MDT, 26 January 1921 . 

68. Nationa1 Education, 1922, p.36. 

69. National Education, 1977, p. 51 . 

70, Park v. Minister of Education, New Zealarid Lc.w Reports, 1922, p.1208. 
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On 30 June, two days af'J;er hearing the final submissions, Mr Justice 

Salmond delivered his judgement. He found that the Minister had no legal 

authority to revoke Teachers' Certificates, once these had been awarded. 71 

Park had won. Parr accepted defeat with ill-grace, complaining that 

according to the Court's verdict, even if a teacher was to subsequently 

" .•. become a forger, sedi tionist or even a murderer, the certificate 

of fitness that the Minister had given him is to stand for life and 

cannot be withdrawn'~. 72 

The editer of the New Zealand Herald was quick to criticise Parr's 

remarks, pointing out that the Minister, in 11 ••• discussing the judgement 

of the court concerning the case of Miss Park, appears to have fallen a 

prey to unwarranted fears". 73 Other papers v1ere not so ki..YJ.d. The 

Wellington Eveni:.0g Post, the Auckland Star and the Christchurch Sun were 

among those papers wbose editors bitterly attacked Parr's handling of 

the Park case, the last mentioned claiming that "Mr Parr is a patriot 

to the verge of fanaticism". 74 

National Education, however, had the last word on a controversy 

which had been provoked by a single letter in its correspondence column 

nearly a year previously: 

What vras the result? A frantic outburst of hysterical small-town 
fanaticism in C arterton - a village heresy hunt - inaugurated by 
two or three irnli vinuals who ought to be thoroughly ashamed of' 
themselves, al arums a.YJ.d excursions in high places, and a Board 
inquiry. What a spectacle for the Twentieth Century! 75 

71. Ibid., pp. 1218-1219. 

72. NZ~, 3 July 1921. 

73. Ibid. 

7,'+. J'Latj o~nal~ Education, 1922, pp.24.'2-24.3e 

75. Ibid., p.245. 
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Parr had overplayed what had originally been a strong hand. The 

arrest of Weitzel had stimulated a fresh burst of patriotic zeal through­

out the community, but the introduction of loyalty oaths, the refusal to 

compromise with religious sensibilities and now, the relentless hounding 

of Park, had only brought public distaste. 

Such a reaction was to re-occur elsewhere in the world when some 

totalitarian regimes repeated Parr's error on a far larger, more 

ambitious scale. Paul Neuburg has demonstrated how in several Eastern 

European Communist countries, intensive government sponsored school 

patriotic programmes emphasising both mass conformity and loyalty have 

bred a..~ equally intense public reaction, with large numbers of people 

becoming alienated from the ideals to which they once lent some degree 

of suppbrt. 76 In New Zealand, the rapid substitution of loyalty for patriot­

ism encouraged a similar process. From late 1922 on, almost any measure 

designed to further administrative control over the teaching service, no 

matter how seemingly innocent, had to be justified to an increasingly 

sceptical community. 

The suspicions that Parr was now capable of arousing were aptly 

illustrated in his attempts to create a Teachers' Register. 'rhe Minister 

publicly announced his future plans in this direction in August 1922. 

These propoi:rnls were not, in themselves, unwelcome. A Register designed 

to include the names of every certificated teacher in the Dominion war. a 

3ub stantial step towards true prof es siona.l status, and consequently had 

been long desired by the Institute. Unfortunately for Parr, it was his 

timing rather thai1 the measure which was inappropriate. In the eyes of 

76. P. Neubnrg, The Hero's Children: the Post-war Generation in East8rn 
Et~.:f.::~, (London: Co,1st:1ble, 1972), pp. 100-110. 
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those who still considered themselves to be potential victims, the 

leopard could not change his spots overnight. Commenting on the proposals, 

the edl tor of National Education admitted, "we are not so sure, after our 

experience of Mr Parr's indiscretions of temperament, that such a 

strengthening of authority would be welcomed by the service". 77 

With Parr temporarily overseas, the necessary legislation had to 

wait. Possibly Parr co:.ild have pushed it through Parliament during the 

busy 1922 session. Perhaps he even believed that time would allay 

suspicion. Explanations aside. it was not until September 1924 that a 

new Educ:l.t::i.on Amend:nent Bill providing for the creation of a Teachers' 

Register was introduced into the House. 78 The Bill also outlined punitive 

measures, designed to protect professional standards. The Director of 

Education was given the right to remove the names of any teachers, who, 

in his opinion, were guilty of immorality or gross misbehaviour, while 

the Institute was permitted to request the removal of' teachers whose 

professional conduct it regarded as unsatisfactory. 79 In each case the 

teacher concerned was to have the right of appeal. 

It was indeed significant that Labour and Liberal criticism was 

directed not at the Teachers' Register itself, which they supp:ortec. in 

principle, but at Parr 1 s alleged failure to consult the teachers adeq1.~ately 

before introducing it, and at its potentiality for Ministerial abuse. BO 

77. N~~ional Education, 1922, p.281. 

78. Ecluc3,tion Amendment Act, 1924, 15 Geo. 5, ~~~ clauses 13-18, 
pp.375-376. 

79. In the original Bill, the Director alone could rerr.ove a teacher's name. 
This power was modified in committee "to give the final approval to th2 
Minister. 

80. !:!ZPD, vol. 205, 1924-, pp. 579-580. 
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Parr was at considerable pains to remove these fears. Gone was much of 

his past arrogance in debate as he strove to explain that both primary 

and secondary teachers had been consulted, and that the Institute had 

approved the creation of a Teachers' Register. 81 

As far as the House was concerned, bitter memories of earlier 

patriotic excesses were to remain for some years. In November 1927, the 

Government introduced a further Education Amendment Bill which provided 

among other things, for the legalisation of the Nelson system of religious 

instruction in state schools. While this in itself was controversial 

enough, the clause which drew the most proloneed argument was clause 

f'ive. Clause five gave education boards and the governing ·bodies of 

secondary schools the right to fine teachers up to ten pounds for 

unsJ:B cified "minor offences". With the introduction of loyalty oaths 

and the subsequent furore over Park still fresh in the mi..nds of most 

members, the atmosphere quickly bec::lille charged with emotion. Holla-rid 

attacked the clause as being " ... repugnant to practically every . 
teacher in New Zealand". 82 The Labour Member for Avor., D. G. Sullivan, 

claimed that for Canter0u.ry teachers, " ... it had a smack of a Police 

Court atmosphere and proceedings about it". 83 Equally strong conclemn­

ation of the clause came from th8 Liberals. R. W. Smith_, the Member for 

Waimarino, expressed the hope that the Minister would delete " ... this 

very cbjectionable clause". 84 Significantly, Smith had voted for the 

1921 Education Amendment Bill which had contained the loyalty oath clause. 

-~--------
81. Ibid., p.578. 

82. ~' vol. 216, 1927, p.485. 

83. Ibid., p. 396 

8!+. Ibid., p. 395. 
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The most telling indication that a.tti tudes had indeed changed, 

however, came from the Government benches. W. S. Glenn, the Reform Member 

for Rangi tikei, had also previously given his assent to loyalty oath 

legislation. Now, faced with a measure similarly intended to strengthen 

administrative control over teachers, he terrr,ed clause five " ... the 

most abhorrent, ludicrous thing I have ever heard of". 85 

Glenn was not alone in his disgust, even among his own Party. As 

the session drew to a close the Government showed signs of disarray. 

Massey had been dead for two years, and Parr was in London. Without 

them, the Government lacked sufficient resolution for what pro,mised to 

be another bitter struggle over the rights of teachers. By the end of 

the session the entire bill was quietly dropped. It was a somewhat belated 

recognition that an era had come to an end. 

, , 
Resume 

By mid 1 921 , pat ri oti c fervour had achieved its maximum imp'lct on 

New Zeal[J__ria. primary schools. Patriotic assemblies were regularly held, the 

syllabus a~ply provided for the teaching of patriotism and the Navy League 

was particularly active in fostering youthful support for the Royal Navy. 

Smelser and Neuburg, however, have demonstrated how patriotic zeal, 

especially if it is energetically fostered by a heavyhanded administration, 

caYl breed a.'1 intense public reaction. Their findings have considerable 

relevance for New Zealand during the 1922-1924 period, for it was then 

that the emph:isis swung decisively f'rorn the inculcatio1.1 of patriotism, to 

the enfor8ement of loyalty ancl mass-conformity in tho schools. 

85. Ibid., p.396. 
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The first tentative step in this direction came as early as May 

1921, with the gazetting of regulations providing for compulsory flag­

saluting. This measure produced little reaction, but the same was not 

true of the loyalty oath legislation which took effect early in the new 

year. Many, perhaps most teachers, regarded the loyalty oath requirement 

as an imposition. Few ·were prepared to openly defy the law, but in 

stressing outward conformity, the Government had encouraged pragmaticism 

and even cynicism. Cooperation between policy-makers and policy-implementors 

seen by Ingle as vital to successful classroom instruction was already 

declining during the early post-war period. Now, thanks to loyalty oaths 

it was dealt a further blow. A tiny minority of teachers who refused to 

sign the oath on religious grou...~ds severely tested the new legislation. 

Their obstinacy, coupled with Parr's refusal to consider any co:npromise 

solution led to a long and drawn-out struggle which aroused considerable 

public interest. 

Likewlse, the Park case was unnecessarily enflamed into a major 

incident through the Minister's excessive patriotic zeal. A s:i.ngle 

letter provoked, first, an education board enquiry, and then a highly 

publicised Supreme Court case, the latter ending in a resounding defeat 

not just for Parr but for Government policy as v1ell. The reaction of the 

press, which had been generally favourable to the Minister's actions in 

dismissing Weitzel a year previously, was now cne of hostility. Parr was 

portrayed as a patriotic zealot; a fanatic, who had lost his sense of 

proportion. 

All this could hardly fail to reflect upon patr-"ioti2m i ts,3J.f, 

The first doubts had bec:;un to a.1,pear, though as yet they were not to 
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prove decisive. What was indeed both decisive and ironic, was that 

the foundations for the later more intensive questio~ing of patriotic 

assumptions had now been laid by those who had sought most to strengthen 

patriotism in the schools. 



CHAPrER SEVEN 

The Impact of Pror:;ressi ve Education 

By the rnid-1920s the intense patriotic fervour characteristic 

of the in!Iltediate post-war years was on the wane. The initial ca.use of 

this decline had been the excessive preoccupation with loyalty encour­

aged by an over-zealous government, but as the decade advanced, the 

long-term future of patriotic teaching in New Zealand primary schools 

was increasingly challenged by the growth of progressive education. 

During the period between the two world wars progressive education 

became an important force for educational change in most western nations, 

includir.g New Zealand. Although progressives were often in disagreement 

as to the degree of change necessary, they ·were generally agreed on the 

need for schools to embrace new attitudes towards both children and the 

learning process. Meyer has claimed that "progressive educatior.. in its 

early years focussed its attention on the child: freedom for the child, 

responsibility for his interests, stimulus to his intiative, and a high 

esteem for his natural development were the dominant and recurrent notes 

h • th " 1 in t e progressive eme . • . . 

Central to the whole pr ogre ssi ve position was the belief that e3.ch 

child had the right to develop as an autonomous individual. This 

fundamental conviction entailed the development of new teaching tech..>1.iques 

and teacher attitudes free not only from what progressives beljeved to be 

1. A~E. Meyer 1 The Development of Education in the Twentieth Century, 
(New ,1 ersey: Prentice-Hall, 'I 961), p. 8j. 



the repressive discipline of contemporary schools, but also free from 

the"blind faith" and "mindless obedience" which they feared as the 

inevita0le product of such discpline. Characteristic of progressive 

distaste for traditional schools was Maria Montessori's remark that 

" .•. the children like butterflies mounted on pins, are fastened each 
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to his place, the desks spreading over the useless wings of barren 

useless knowledge which they have acquired11 • 2 Although many progressives 

were less cutting in their criticism, they all shared Montessori's 

concern, and it was this zeal for reform that set progressives apart 

from their more traditional contemporaries. 

Before 1914 s~.J.ch criticism was little heeded, but the Great War 

sharply checked apathy by shattering the complacency of western societie~. 

In a post-war world stricken by self-doubt, progressives were able to 

advance their argmnents far more effectively than they had been able to 

do previously. Selleck has described how progressives in England were 

able to i;radually exert a decisive influence on that ccuntry' s educational 

development between 1918 and 1939. 3 Initially they secured a firm hold 

within the uaiversities and training colleges and were therefore in a 

position to influence the tec:.chers of the future. Prominent among these 

institutio;'.l•-based progressives were T. Percy Nurm., Susan Isaacs and E.H. 

Hughes. 

English progressives began to attract greater attention from both 

the public generally and f'rom educational decision-makers through their 

2 .. M. Montessori, 'I'he Mcntessori Method, (Toronto: William Brj_ggs, 1912), 
p. ·J.1.1 .• 

3, H.J.W. S2""!.leck, En.t:1j_sh Primary_J~_aucation and the Prop;ress;~ves.19il1.--:12I2, 
Lo~1don: Routlr:,flge and i:egan Pau1-, 1972. 
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contr:i.butions to educational magazines and to education supplements in 

leading newspapers. Prominent among progressive writers during the early 

192Os was the journalist H. C. Dent. Such activities brought impressive 

results. From the mid-192Os on, several important education conf'erences 

came under progressive influence, with the Hadow Reports of ·i926 and 1931 

constituting significant milestones in this process. 'rhe 1931 report on 

primary education was particularly noticeable for its progressive bias, 

with the preservation of individuality recognised as being of crucial 

importance. Consequently schools were asked to appeal " ... less to 

passive obedience and more to the sympathy, sound spirit and imagination 

of the children, [rely J less on mass instruction and more on the enc our-

t f k " 4 agem0n o group wor .... Although English progressives were not 

yet the educational "orthodoxy" they were later to become, the extent 

of' progressive influence in the Hadow Reports indicates that by the end. 

of the decade they had already begun to make a contribution to educational 

t.hought and planning. 

1. The Growth of Progressive Influence in New Zealand 

The growth of progressive influence in New Zealand followed a 

similar pattern to England. As in England, New Zealan.d progressives 

first gained ground within the universities and training colleges. In 

part these initial successes were the direct result of progressive 

f'ervour overseas. During the early post-war period New Zealand university 

colleges and training colleges faced rising st·o.dent rolls. In an. attempt 

i+. English Board of Ed':1cation1 _ Rep or-~ of the r2__<?2lS..~~1tat,~ve C om~~i1__!eo _ of 
the Board of EducatJ..on on \,'J.'he Pn.mary Scb~o-~i, ·19)1, repn.nted J..n 
ab·oravj_a.ted for~n in J. Stuart i11aGlure, EducationaJ. Do8umm1ts; 
Enf:1:..~c~ __ and V,'alcs, ·1 ,~1 G-19G7, ( 2,;.d ed. Lom1.on: Ghapman and Li&ll, 1968), 
pp. 1 85)--1 90. 
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to remedy the situation they turned to Britain for qualified staff 

membe~s capable or serving as a nucleus for future expansion. 

Several of the outstanding individuals who arrived in New Zeala-rid 

to take up university and training college positions during the early 

post-war years had strong progressive leanings. In early 1920 Canter-

bury University College appointed Ja.i'11es Shelley as Professor of Education. 

At the time of his appointment, Shelley was already a scholar and 

teacher of considerable standing in Britain, having been Chief Instructor 

r 5 in the War Office School of Education during the Great War. Once in 

New Zealand he acted as a catalyst in the spread of progressive views 

throughout the South Island, both through hi::i own reputation as a scholar 

end through his ability to attract staf'f of high quality to the university. 

In 1921 he was responsible for bringing to New Zealand, Dorothy Baster, 

a Manchester colleague. Upon her arrival in Canterbury, Baster took up a 

posjtion as Infc:nt Mistress at the Christchurch Normal School in adc1ition 

to working as a part tin1e lecturer in the Education Department of Canter­

bury University College. Over the next twenty ;years Baster was to instruct 

hundreds of young teachers in progressive methods, one admirer claiwing: 

For those students who had come to college after two years pupil­
tea~hing in school~ wh.ere "hancis on heads", "fingers on Jips" were 
used eonstan1:ly, 2nd the infa..'1.t rooms were "si t-stilleriesn, her 
methods were revolutj onary. 6 

5. PriD?:' to tho Great War, Shelley had bee::-i iecturer in Education at 
M8nchcste1' University where pror,ressiva influence had been strong. In 
1914 he was appointed Professor of Education at Southa.rnpton University. 

6. Joan E. Hay 1 
71 1) orotby Baster", typo script of an i::-1terview with members 

of the Chriscchu1 ch 'l'eache:cn' Training College conducted and recorded 
by Joan E. Hay at the author's roqu2st (ChridchL1rch, 1374), p.1. 
Author's file. 
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New ideas led almost inevitably to the bulk purchase of new 

educatianal texts. From the early 1920s the two books most frequently 

prescribed by the education departments of New Zealand's university 

colleges and training colleges were John Dewey's Democracy and Education 

( 1916) and Nunn' s Education: Its Data &nd First Principles ( 1920). The 

former text embodied the latest views of a man recognised internationally 

as the leading United States progressive, while the latter reflected the 

moderate progressive views then gaining favour in many British educational 

ins ti tuti ons. 

Nunn' s views were to prove particularly acceptable to New Zealand 

teachers because he avoided the extremism of those such as A.S. Neill who 

totally rejected the traditional role of the school. While appreciating 

the need to safeguard the autono".lly of the child, Nunn believed that the 

teacher had a vital responsibility " ... to see that the little world in 

which the child grows up is as rich as may be in those elems.:mts that go 

to the fashioning of the better types of individuality, and that other 

elements are excluded11 • 7 

It would be erroneous to conclude that educational change in New 

Zealand was e:-1tirely dependent on overseas expertise. As early as 1916 the 

Minister of :r}3.ucation, J .A.Hanan, prepared. a comprehensive memorandum 
A 

which outlined future national requirements in education . ...., Hanan 

believed that it v1ould be de sir.able to combine new concepts of education 

advanced by Mo7.tessori wl th the latest methods of practical instructionJ 

and he argued with some conviction that, "the clai:ns made for formal, 

7 . N un:'l , p • 6 . 
8. J.A. Ha,"1Em, A_MeJ11orandurn _by th8_Minister Do_alin_0 with _some _Phases o_i' 

Educational r rO(::>'css ,.md Roviov•r~_n g Ex:i.s"cin r; Condi b o'l.s in the Lif'.ht 
of N atio,J u.l :,c•1u~re;r.,:;n ts, f,JHR, 1916, E-i l;-. __, -------~-·---.- • ____ .. ______ .. - .. ---
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abstract, unapplied study that it provides good mental discipline 

and culture transferrable to other activities is now :fighting in 

the last ditch all the world over". 9 To a degree H~1an even anticipated 

the 1926 Had.ow Report on secondary education in his advoca:f-i'on of 

parallel but different types of high school to cater for the future social 

d :f th ·t 18 nee so e commun~ y. 

During the 1920s some progress was made in putting these reco!"'.ill1end­

ations into practice. Parr was particularly interested in the latest 

developments :from the United States although Murdoch was later to clairr. 

that the Minister's instrumental role in introducing junior high schools 

into the co1-mtry constituted 11 ••• an act of :faith in overseas practi.ce 

rather than a response to local problems and conditions" . 11 Of' perhaps 

greater importance for future educational change was the e:x::i.stence of a 

small but growing indigenous progressive movement in New Zealand. Within 

the university colleges were a number of scholars sympathetic to the aims 

of progressive education. Among this group were Professor 'l'.A. Hm1ter 

at Victoria University and Professor T.D. Adams at Otago, both of whom 

greatly influenced the younger generation of New Zealand progressive 

12 
teachers. L"l addition a relatively small group of teac:her~ closely 

involved in teacher training programmes had become early converts to the 

new educat:i.or.. Two of the most prominent of these were H. McClune, the 

acting Deputy-Head.master of the Auckland Normal Schoo~ and an Assist ant 

Lecturer at the A1.1ckland Training College, a.1.d G.H. Lord, the acting 

------------
9. lhid., p.2. 

1 O. Ibid., p.~-. 

11. J .H. Murdoch, !tie .)ii_i:;12_ S::;11ools_ o::' New Ze~J.::±nd, ( Christchurch: W}1it-
b a m • , "I ~ i=-9 com e atY. .L omo s, 1 ;1 + ."J J , p. ~· • 

12. Hw1tc~r became Fr-ofesscir o±' Philoscphy in 1909 and l.s.tGl' became 
Presi.cJen-L of the l1ustrnJ.asian .Association of Psycho1013.y ond Fh.i.lo­
sophy (1927). He was also ae 1:i.ve in tl12 WJ~A aYJ.d was appo:int,:d 
Directo"l'.' of Vf:.~f',_ tutorial e;Jass;~s :In 19211-o 



Headmaster c-+; tb.e Auckland Model Country School. Cooperation between 

these two experienced teachers resulted in the publication of Democracy 
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in the Classroom (1919), which was intended to .iive teachers practical 

suggestions in planning a viable classroom programme based on progressive 

ideals. 

Like Nunn, McClune and Lord adopted a moderate progressive position. 

Although they valued the fostering of individuality in children and 

stressed the obligation of the teacher to ensure the autonomous develop­

ment of eac:-1 child,. they also believed that the teacher had a professional 

responsibility to demonstrate by personal example " ... that he hate[d] 

and dread ~d] lies and mean actions ... ", and desired " ... kind, true, 

courageous and honest children", able to take their places in society as 

·b1 • d • ·d , 13 responsi e in ivi ua~s. 

Through their attendance at training college and more occasionally, 

through univ-:Hsity studies, many future teachers came into contact with 

progressive ideals and some later went on to make vital contributions to 

educ a.ti on. The careers of F. L. Combs a.'1d F. C. Lopdell are especially 

illustrative. Combs began his teaching career as a pupil teacher at the 

Hutt Cent:!"'al School in 1898. After gaining his Teachers' Certificate he 

enrolled at Victoria University College, initially as an extra-mural 

student, before taking up full-time studies. Although Combs had evidGntly 

become dissatisfied with educational progress in New Zeal'3.nd long bei'ore 

attending university, it was his contact with Hunter at Victoria that 

prompted him to examine more critically the " ... lifelessness of the 

school, the suppre3SIQ~ of spontaneity, of activity, of creativeness", and 

13. H. HcCl·,.1..'1.fl and C'r.H. Lord, Dernocr-S:.S:v. :i_n the Clnssroom (Auckland: 
Whitcombe 3;nd Tombs, ~ 919), pp. 202-203. 



consequently to press strongly for educational reform through the 

adoption of progressive teaching methods. 11+ Lopdell was older, perhaps 

less impressionable than Combs when he first attended Otago University 
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in 1922, for he already possessed considerable teaching experience 

and had been Headmaster of Waimatuku School for some three years. Never­

theless Lopdell was later to acknowledge his debt to Adams for making him 

more acutely aware of the shortcomings whic}1 existed within the primary 

15 education system. 

Combs arid Lopdell represented a small, well educated 1dnority of 

primary school teachers, although this compact group was later to exert 

an influence for change disproportionate to their numbers. For t~:.ose 

teachers who possessed an interest in progressive ideas but were unable 

to attend university, keeping up with the latest developments proved more 

difficult though opportunities did exist. The Institute was extremely 

sympathetic to progressives and in consequence, N~tional Education 

devoted considerable space to their ideology with C or.1bs himself being 

a regular contributor. 

Some eJucation boards were particularly helpful to teachers who 

wanted to extend their knowleid9 e of current educatio::1.al theory and 

practice. The Wanganui r~ducation Board was excellent in this respect, 

and by 1919 had built up a professional library of nearly 500 volumes. 

This library was regularly enlarged and books were posted to teachers 

throi.lghout the district. 16 The Board's J,eaf1_~~ issued periodically 

15. 

G,.W. Parky!l, Si[;ht._of that Tf!1morta1 Sea, The Combs-Lopdell Memorial 
Address, (Wellingto'l: NZCSR, 1961-1-), :p.18. 

D)id. 
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to schools provided a usefl!l additional source of information. In 1922 

a special forty-four page issue of Le~lli1 contained a comprehensive 

description of the Dal ton plan and subsequent issues incorporated 

suggestioc1.s for further activities which extended the concept of group 

work. 17 

An increasingly important source of progressive ideas for New 

Zealand teachers was the English magazine New Er£, published in England 

by the New Educatio~ Fellowship. Beginning in 1920, this magazine was 

posted on request to teachers all over the world. A small but growing 

number of teachers in the 1920s subscribed to New Era, One of them was 

Colin Gillies who later claimed it was one of the most important influences 

• h" 18 :i.n J..s career. 

Despite the growing familiarity with progressive ideals among 

teachers throughout the Western world during the 1920s there were barriers 

to their effective utilisation in the classroom. Selleck asserts that 

teachers in England were slow to adopt progressive techniques (such as the 

Dal ton plan), because of both their ovm lack of experience with nevi 

educational concepts, and the co:!'lservative attitudes of senior colleagues 

19 and inspectors. The existence of these barriers in New Zealand is 

confinned by several comments from inspectors during the early 1920s. I~ 

1922, for instance, the Otago inspectors expressed some satisfaction ove:!:' 

the fact that few teachers in their district experimented with new methods 

of teaching, ad.ding that those who did experirnen.t were 11 ••• a select few, 

whom we enco,Jrage to experiment". 20 The bul}:: of experimentation with new 

17. 

18. 

----------
Ses Ewing, p.155. 

Fml~ Disc~ Gr. -------··-·---· 
·19. Selleck, pp. 11.J+-150. 
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teaching methods and concepts took place in the larger schools where 

there was likely to be more professional expertise available. In 

192J+ the Auckland :inspectors considered that the Dalton Plan of 

11 auto-education" was m&<:ing little progress in the smaller schools, but 

that some headway was being made by the better qualified assistants in 

the larger city schools where parental assistance and library facilities 

• 1 b 21 were ava1. a le. 

Despite this somewhat discouraging situation, there is evidence to 

suggest that there was more experimentation with progressive techniques, 

particularly amo~gst young teachers, than inspectors would have liked. 

Even by 1922 the frightening combination of youthful zeal and lack of 

expertise was causing chaos in enough classrooms to attract the attention 

of Strong. Strong expressed great concern over the sudder1 growth of 

interest in progressive education and warned that "there are teachers 

as there are inspectors and other educationalists, who are only too 

ready to follow a 'will-o-the-wisp I and mistake the shadow f'or the 

22 
substar1ce". 

Just two years later Strong wrote with considerably more equanimity 

that the "doctrine of f'reedom" was " . . • entering the realm of actual 

teaching practice in the schools". 23 Certainly f'rom the mid-1920s on, 

of'ficial atti tudcs beca..'lle much more tolerant towards pro(:ressi ve teaching. 

21 . A.IflB, 1924, E-2 (Apper,dix c), p. iii. 

22. ATHR --·' 1922, E-2 ( Appendix A), p.:i.. 

23. -~' 19211-, E-2 (Appendix A), p.i. 
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L. ~925 Tarnnaki inspectors expressed their satisfaction at the " 

i:1creasing number of schools in [the] district experimenting in self'­

government". '.21+ In part this change of attitude was attributable to the 

gradual move~ent of progressives into senior positions within the edu­

cation syst3m. 25 To an even greater extent it was due to the growing 

association of progressives with the New Zealand Labour Pa:!'.'ty. 26 By the 

mid-1920s, "educational and political radicals were beginning to like the 

look of each other", 27 and the alliance they forged was crucial for the 

progressive cause. Progressives such as Combs and Hunter became Labour 

Party members because for them the Party appeared to represent " ... the 

real party of education". 28 For this reason they energetically set about 

bringing teachers into the Labour fold., a task made easier by prevailing 

political and social conditions. By the late 1920s the lack of any real 

prospect for immediate educational reform was driving considerable numbers 

of teachers in the Labour camp and thus into the progressive one as well. 

21.i-. AJHR, 1 :)25, E-3, p.1+6. 11 Self-government" was used in this period rather 
loosely to refer to both pupil participation in classroom instruction 
(e.g. group work based on the Dalton Plan), and to the development of 
school councils able to play a ro:!_e in school admi:lis~ration. 

25. Thus in 1929 Lopdell became Vice-Principal of Aucklarid TraL1.ing College 
and in 1936 was appointed Principal of 'Nellington Traini:1.g College with 
Combs as his deputy. A number of men later to becor:1e influential figur,3s 
in educe.tion bGgDn their teaching careers during the 1920s. Somerset was 
Assistant Master at Oxford District High School from 1922-192:3. After 
_visiting Europe on a Carne 0ie Fellowship ;ie became Director of New 
Zealand's first CorTJunity Centre in 19Y3. W.J. Scott taught as an 
Assis:ant Master at Waitaki Boys I High School from 1927-1930, and then 
at Tima:r·u Boys' High School until 1936, before taking up a position at 
Wellington 'l'raining College. 

26. A proc:ess that had its paral 131 in England. SeJ.leck describes how 
English progressives were able to f,ain both stature and influence 
through their links with tho British La.bo,ir Party, one of the first 
fnrL ts of this as;::ociation being the -1 :)26 Hadmv Report. Several of the 
committee re spons.ibl,=; .for draftic1g the Report were :rr-oe;r2ssi -,es with 
strong left-w:::.ng sy,npathies, the most notable being R.H. Tawney ( Selleck, 
p.110). 

27. R.W. Her"_th, "Labour Politics and Educa:tion. in N2w .'~eal.~.nrl, 190!~--133.5" 1 

(Ph.D. clissertu,tion, Victoria Unive rsJ_ty, 1965), p. 57. 

28. Ibid. 
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Af'ter 1930 the disastrous impact of the Depression on education, together 

with the re-e.me.r5;e:nce of the Labour Party as the official Opposition, further 

facilitated the coalescence of' left-wing political radicalism, progr~ssive 

ideoloEY and dissatisfaction with teaching conditions into a slngle move­

ment. 

The degree of teacher commitment to educational reform was to be 

subsequently demonstrated by both the massive support given to the 

Labour Party in the 1935 elections, and by the enthusiasm shown by many 

thousands of teachers during the New Education Fellowship Conference in 

193729 . Progressive ideals were now firmly established in the primary 

schools, but the foundations for this success lay in the 1920s rather than 

in the 1930s. In 1952 Lopdell, looking back on a long career, was able to 

claim with justif'ication that " ... in the twenties •.. education began to 

set itself the wider objective of developing the whole person for life in 

a democracy, and the search bega..11 for methods of achieving that objective". _"3C • 

It was in this context that patriotism in the schools was to be re-examined. 

and re-def'ined. 

2. The Impact of Pro:3_£~ssive Education on the T~~ching__.2[ Patr~otisrn. 

Progressive education affected patriotic teaching in two mai:i ways. 

First, the cultural aspects of education gained strength at the expense 

of' the more 1imi ted emphasis on citizenship and loyalty. In history 

teaching this trend was aptly illustrated when subject matter with a New 

ZeaJ.and orientation be 6an to take p1,ecedence over that possessing a British 

29. See especially, Heath (pp.86-95), for a discussion concerning the 
political alleg:Lsnces of teacher.:, in New Zeal9nd. I::1 ·JJY? over 6,000 
teachers attended New Edue,:,.tion Fellowship Confer-2nce sessions in the 
main centres.(See Calllpbell, p.xiii). 
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or imperial bias. Second, progressives displayed increasing dissatisfaction 

with the amount of time schools appeared to spend inculcating exclusively 

nationalistic and patriotic values at the expense of the wider social and 

international aims of education. 

a) Char1e-~s in Educational Objectives. The underlying progressive 

belief that education must entail the widest cultivation of each individual's 

mental and physical powers was responsible fo!' far-reaching changes in the 

New Zealand primary school curriculum which were to intimately 9.ffect 

patriotic activities. This had been demonstrated as early as 1912, when 

the Junior Cadets in the primary schools had been disbanded. Subsequent 

attempts to reinstate the system never looked like succeeding despite the 

impetus the Great War gave to military training. 31 In 1919 the Auckland 

Headmasters' Association warned that " ..• reversion to the old Ju..11io-r 

Cadet system in place of the present Physieal Drill system woul,i be a 

retrograde step", a_ position supported by the Institute. 32 Teacher 

concern, however, was needless and even Massey, anxious though he 1.md:::r1.1bted­

ly was to promote patriotic activity in the schools, was unwilling to 

reverse the 1912 decision. 

Education had simply outgrown the concepts originally behind the 

Junior Cad.ets, and the future lay with ... wider interpretations of citizen­

ship a1.d individuality. In Democra,SY and Edug_§;tJon, Dewey, whilst support­

ing the need fo:::- citizenship education, warned strongly against a narrow 

interpr~tation of this aim. Dewey considered that the best means of 

developing the individuality of children lay in paying increased attention 

31. 

32. 

See especially Hanan's replies to queries from A. Ha,rris (NZ~)l, 
176, 1916, p.464.) 2nd, D. Budde (N~I_:12, vol. 177, i9H-, p.713). 

],~AI-Th½, vol. 1919--~92r5 (5 December 1319), p.3-t. 

vol. 



to the social and ~ul tural aspects of' education~ 33 Nunn argued that the 

Erratum - Due to an error in pagination, there is no page 191. 
Text and footnotes remain unaf'fected. 

this aim Nunn advocated that educators expose the school child to his 

cultural heritage in its widest sense, including literature, handcrafts, 

music a::--id history which together made up 11 ••• the solid tissue of 

civilisation". 35 

In New Zealand these ideals were manifested specifically in the 

teaching of history, by a movement away from citizenship training in the 

narrow imperial sense. Much criticism during the early 1920s was directed 

initially at the preponderance of British and imperial history ( ,vith its 

stress on political a_~d constitutional affairs), over national and local 

history which was felt to be closer to the child's social needs. In 1920 

the A,1ckland inspectors complained that for primary s-::hool pupils, " 

constitutional, political a...YJ.d foreign matters present but trifling 

interest ... the historical material in whid1 the child is really 

interested, such as customs of the people, their occupations, their 

76 
amusements, the details of daily ho:nelife, is not readily available".) 

As a result of pressure from both teachers 'and inspectors the llsb.~1 

Jo1:2;r:22:1. beg:m to display a steady increase in the proportion of articles 

dealing with local history, a trend which pleased Strong. Strong was 

particularly ir:1prcssod with a series of articles in the School cT ~l~ 

which outlined the development of New Z22,ls.nd towns ancl ports, because he 

believed thE.t these provided children with a clear i1 lust t'ation of' how a 

loc:al eon'.[']Unity overcmne the i;_1.itial dlff'ieulties 1./onf'ronting its 

33. Deway, p.120. 

Jt)id., p. '.211. 
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Criticism of the lack of New Zealand top:;_cs in the history syllabus, 

hov1ever, cor1tinued to mo1.1...,it. The Otago inspectors plea in 1924- that 

teaehers OUf,ht not to neglect New Zeal:t.nd history reflected a growing 

conviction amongst teachers that national and local studies were both 

more valuable in themselves, and more stimulating for the pupils. 38 In 

1925 the Wanga.7.ui inspectors pointed out that much imperial history was 

dry and uninteresting. As a counterweight they recommended a remedy of 

" •.. inspirircg a"ld dramatic ... " New Zea.land history. 39 In the sa11e 

year the release of a special report indicated the degree of official 

concern with history teaching. While the report warned that political 

history should not be neglected, it criticised the current stress on 

constitutional matters and suggested that a greater concentration on the 

study of' local communities would have more relevence for children.40 

Althouch strictly limited finance and the constricting proficiency 

examination continued to hamper reform., the 1929 Syllabus embodied many 

progress::_ve principles. The growing interest in local hj_story was 

reflected in the greater recognit:i.on accorded Hew Zealand topics such as 

the pre-European Maori and race relations after 184-0. 4-1 Even more 

37 . .&lllE, 1923, E-1, p.13. 

38. A~-IR, 1921+, E-2 (Appendix C), p.xxviii. 

39. AJHR, 192.'J, E-2, p. 51. The Hawkes Bay inspectors ma.de a simil&r 
COJTUnent ( p. 54). 

L}.o. New Zea.la:..'1.d Educa·cion D~partment, The 'J'each:h£iLOf .. H~_st'.?}'.'y in PrifI'.~ 
nnd Secondarv Schools. 1,_Spec.i:i.l Reports on Educational Subjects, 
No. 14), Wellington, 1925. 

J+.1. New ~~cal&nd Education Departmfmt, .§ylJ.alms .. of _Instruction for Public 
Scho_o.l~ _"!_929, (Wellington, G:,vernmer.t Printers, 1930), p.30. 



important, the characteri'Stic progressive bias towards the social and 

cultural ends of education (of which the developments in history were a 

part), was also very noticeable. Literature was given a greatly enhanced 

position in the English section.42 Drawing, music and physical education 

were now recognised as essential forms of self-expression leading to the 

creation of the complete indi v:i.dual. 43 The impact of the new education 

on the syllabus as a whole was evident in its whole tone, and epitomised 

in the assertion of " ... the need for the child to be learner through 

his own. personal investigations and explanatio!'ls". 44 

b) School Patriotism under Attack. Although the growing emphasis 

on the social and cultural aims of educatio!'l displaced much of the 

earlier stress on patriotism and citizenship training, the ideals behind 

this trend did not at first appear to exclude the need for patriotic 

teaching in the schools. Some educationalists saw no apparent contra­

diction in linking progressive methodology with the inculcation of 

patriotism. McClune and Lord utilised an ola. School Journal account 

1+2. Ibid., pp, 7-17, 109-112. 

43. Ibid., pp.46-47,57,60. 

J+-4. Ibid., p.109. The rapidity in which cultural themes, part:.cula.rly New 
Zealan.d cultural themes superceded the 'earlier emphasis on empire and 
pa.triot:i.s;n was undoubtedly accelerated by the growth of nationa1 pride 
and the d:Ls8overy of a specifically New Z2a.lcmd cultural identity. 
Bee by has cited the Schoo1_2..<2'.J-rnal as be st illustrating the " ... steady 
press;t;;_re of a nevi sense of nationhood that took place c.uring th2 inter­
war p2riorl". (Beeby, Introduction to EducationaJ.;. ~tudies and. Docum•~nts, 
No. 25J pr,.5-7. Similar co:nmcnts have been rnado by Earle (pp.20-2-JJ. 
Schoc;J ,Tff1rr1al articles wnich :illustrate this trend to sc□e 2x-t1:mt are: 
11 Ru1,bv Footbc:ll in New Zeala..'1d 11 (S,J 19, part three rA.pril 19257 :80:.88)· 
0 3o~th Ssas International Exhibition" ( S~ 19, :part th~ee [Ttily ~·'19~:fl : : 
1!2-118) s.nd; nsir Er-nest Rutherford11 , "[s~ 19, part three @ctober -1925]: 
257-262). Fo~ t11.e most part, however, ~;he impact of New Z,::,alar.d 
n8.tionali s:n was confined to a later period from abo 0.1t 1936 on. ( See 
Smythe, p.5 on this point). 
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desc:rlbin~ the visit of a British warship to New Zealand as material for 

45 experimental drama wor~ which owed much to both Dewey and Nunn. Strong 

made use of progressive methodology in order to mak8 his suggested 

patriotic assemblies more appealing to children. 46 In 1925 Strong went 

so far as to claim that the new educational methods had gr·eat potentiality 

in training children in 11 ••• the principles of good citizenship, 

including patriotism and obedience to authori ty11 • 47 

In the longer term, however, progressive ideals were to make a 

far greater impact in the schools than the methodology with which it 

tended a.t first to be associated. The Great War forced. progressives 

throughout the world to focus their attention on two vital questicms: 

the sharp post-war rise in the inculcation of patr3.otisL'1, and the degree 

to which internationalist sentiment could be utilised to counter this 

growth. Dewey, in particular, was highly critical of the way nations 

were making use of history teaching to inculcate loyalty to the state, his 

concern having been kindled by his experience of increasingly close gove~­

ment interference with education in wartime America. 'rhough Dewey saw some 

virtue in assisting stud~mts towards a more sy:upathetic understanding of 

the world through an appreciation of history, he_deplored attempts to 

impose what he termed 11 dcgmatic--doctrines 11 designed to foster unquestio:>:1-­

ing obedience: to the state. 'l'he appa:cent prcJ.iferation of this type of 

policy mearit that throughout the world, "the state [was] s;.,1bstituted 

for humanity_; cosmopolitanislIL Gsave] way to nationalism. To form 'the 

I t I -, b -:J tl • •• , t . II h8 c-J.tj_zen', not ·he man . ecame 1s a:un o:t ea.uca -1on • • 
'·-

1+5. McClune llild Lord, p.18. 

l1.G. 3tron0, "The Inculcation of Pa;tr:i.otism", pp.1--2. 

7 \ -rnn • 9"r: -, ') ( I . . ~ • A) 1 I+ • .1~-•~-• 1. ,-:._;, l!,-,_ A.ppcnc::i.x , p, • 
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Dewey's fears were shared by Nunn. W:.'lile somewhat less explicit 

'then Dewey, Nunn viewed the patriotic bias of much early post-war 

education with a similar alarm. Al though he accepted that the school had 

a duty to society, he believed that this duty should embrace the wider 

aim of bringing up children " ... in the traditio"'.1. of brotherly love, 

kindness and social service" . 49 For Nunn therefore, " ... the patriotism 

whose core [was] the hatred of other nations [was] a poor and fruitless 

thing, but hatred of the deeds that stain our country's history G,as] 

the obverse of a noble regard for her honour". 50 

Progressives in New Zealand demon.strated a similar distaste for the 

direction education appeared to be taking. C .A. Batt, long a vociferous 

critic of teachin 6 methods in the primary schools, feared that far from 

producing creative, "autonomous" individuals, the schools themselves were 

a major factor in creating what he termed, "the mob-spirit". Thinking 

of the Great \Var 3.Ild its aftermath of loyalist fervour, he added that in 

New Zealand "the mob-spirit" was apt to become mistaken for "the 

co:nmu..>1i ty-spiri t", with detrimental cons'3quences fo!' democracy. 51 

Sever.al teachers who were later to play a major role in the advance­

ment of progressive education during the 1930s were obligecl to re-consider 

values they had previously believed to be self-evident. The experiences 

of C o:nbs and Lopdell provide an excellent illustration of this re-orient­

ation process at work. Prior to 1911+ both me~1. had, in common with many 

other New Zealand teac:iers, expressed their admiration for the achievements 

49. Nunn, p.198. 

50. Itid., p. 1l1J+. 

51. C.A. B9.tt, l_-{cmds off tbe_ChiJd, (Wellington, ·1927), p.L1.7. Batt had 
6airied something of a reputation in the W-2llington and Wang2:,ui areas 
thro11[c;h bi:..; W'l.i'lier publications, the most i.mportw1t of which w2.s, 
The K:i.n,:dom of C rm,,: An Uncoviventl.,x12.J. Cr:iticisr:1 of School Aims ar:d 
''"7"---· .. --. _,.,_ _, .,.. -, • - .. - r·• - • ,1 l - - ~ .• ----- -----•-

Pru.ct~_(';;~, \1~1.LJ..ng-'.;·)n: l'IGW /Jc'.ililll'.l v,or,cur, 19L). 
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of the Gcr.ma'.1 education system. The Great War abruptly disillus.ioned 

them, and forced them to question their earlier assumptions that good 

scholarship and. the efficient production of loyal citizens were the 

principal aims of education. Rejection of the Germai.1 system (now 

significantly described as 11 Pn1ssian" by many progressives), led Combs 

and Lopdell to a critical scrutiny of New Zealand's Ov<,'11. schools. To 

their horror they discovered a similar emphasis on scholarship, and 

identified the same desire to create loyal citizens whose primary 

quality would be obedience. New Zealand was apparently repeating the 

mistakes which had. led to Germany's ruin. Cor:i~s and Lopdell had 11 ••• 

sought and found the canker in the bud, and real isei that their own 

garden was af'fe cted too ... 11 • 52 

The ca.~ker, so most progresssives believed, could be neutralised 

not only by stressing individuality in the schools, but also by intro­

ducing a counterbalancing emphasis on internationalism which would 

replace the natio!'lal frame of reference with one that stressed world co­

operation. Dewey believed that the wider social aims of education trru1s­

cended the narrow bias imposed by each state, an.d that consequently there 

would have to be a 11 ••• reconciliation of national loyalty, of patriotis:n, 

with superior devotion to the things which unite men in common ends 

• t. f ' • 1 1 • t. 1 b d • " 53 :i.rrespec 1_ve o na-c:i.ona po :i. :i.ca otm_ ar:i.es . 

52. Parkyn, p.18. 

53. Dewey, p.98. 
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Nunn also felt that a decision on the basic aims of education had 

to be made rapidly because civilisation was sick, " •.. even unto death". 

He hoped, however, that if education could develop the creative powers 

of the younger generation, it might 11 ••• remould our best into a life 

far worthier than we have seen or tha'1. it has entered into our hearts to 

concei ve 11 • 54 Unlike Dewey, Nunn did not explicitly advocate greater 

attention to internatio:ialism and human brotherhood in schools, but his 

co~cern over the narrow type of patriotis~ com~only taught, together 

with his disillusionment with much of contemporary society, indicated 

his co::iviction that education must rise above its nationalistic bias. 

:3ecause of their dissatisfaction with the aims of education, 

progressives tended to identify with radical political movements. 

During the 1920s both progressives and socialists discovered that close 

association brought mutual "benefits. Socialists often discovered that 

progressives were both willing and able to apply left-wing ideals to the 

re-structuring of education. In return, progressives frequently fou'1.d 

that socialism provided a political ideology receptive to their dema:..1.a.s 

concerning internationalism in schools. In Britain, for instance, Beatrice 

Ensor 55 was to be instrumental in launching the magazine New Era in 1920. 

The first aim of New Era and of the New Education Fell~Nship founded 

the following year at a meeting of the magazine's subscribers was to 11 ••• 

help bring freedom and tolerance and understanding into relations, not 

oi1ly between parent and teacher and child, but also between one nation and 

51+. Nu'nn 1 pp. 219-220. 

55. Beab_•ice Ensor was one of tho founders of tho 'l'heosophical J:<'raternity 
in Education :in 1915, alon& with C.S. Arundale who had worked for :1w.ny 
years with l\Jmie l-!oesant. Thus, 3lthou.gh i';ew ff£· professed to be no~·1-
poli tical., it 2.dopi.:ed a bro-3.dly socia_~ist position on rnost educ,,tional 
matters. 
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another". 56 

In New Zealand too, the internationalist aspirations of educational 

and political reformers coincided. The New Zee.land. Labour Pg,rty had 

adopted. an internationalist stance during the Great War. In the early 

post-war years the Party was quick to point out that the attention given 

to patriotic activity in prima1y schools greatly exceeded that given to 

internationalism. Holland claimed in 1920 that "if one reads the School 

Journal he will find a vast amount of attention is paid to the militar­

istic, nationalistic and jingoistic side of education". 57 For Holland, 

the most tragic aspect of the School Journal was that the few articles 

which emphasised human brotherhood, tolerm1cP- and scientific kno,vledge 

58 were overshadowed by articles " ... laden with venom and with po:Lson" 

Throughout the eru1 ly 1920s the Labour Party constantly criticised 

what it considered to be an excessively nationalistic bias in the schools, 

whilst stressing that- the primary role of education was to promote concern 

for others regardless of' race or nation. Successive Party Conferences 

sought to define in practical terms, what this was to mean for schools. 

In 1921 the Annual Conference overwhelmingly voted to make internationalj_srn 

. .,_ . . h" t , . . 59 a maJor 0op1_c :i.n :i.s ·ory ar10. c:i.v:i.cs. Compulsory Esperanto was endorsed 

in 1922 as being the best means of facilit~ting international understanding 

among child:cen. 60 By 1923 the Party had formally adopted " ... constructi.ve 

educ2t::i.l'n i.n huma11E: thought", as a replacement for cadet training in 

61 
secondEiry schools which it proposed to abolish once in power" 

5/i ? 
57. Nfil~~' vcl. 189, 1920, p.583. 

59. 
60. 

61. 

See e:1:;::;eci_a7-J.y, H. HoJ.lc:.nd., "Ir.:perialisrri in Practice: Somo Suppressed 
Hist cry", (l\\~ .. ·j 5 June ·J 921, p. ·1) and: "Eckcation Will Sa-Je the World 11 , 

(111JY:, 22 i'Jovcr;,ber ·1922, p.10). 

Heath, p.L1-8. 

Il:,j_,:! C 

I1:id., Pc4-9 .. 



'i'hese Labour Pi:irty gu:idelines on the role of internationalism in 

education v;erc reinforced in more specific ways by progressives with 

strong left-wing sympathies such as Beaglehole and Combs. Immediately 

following the release of a 1925 report on history teaching, Beaglehole 

took his opportunity to make teachers more aware of the potentiality of 

internationalism. Although the report had not been unsymp~thetic to the 

need for internationalist teaching in history it argued that the lirr.itec. 

instruction available meant that " ... a study of the history of other 

nations ~ould] not be attempted in the primary school". 62 Fearing that 

200 

this might become the basis for a II stock-in-trade" Departrr.ental reply when 

conf'ronted with demands for incr·eased internationalist teaching, Beaglehole 

wrote an article for National Education reviewing the report and criticising 

·t 1 k "' • t t. al' t • • t 63 :i. s . ac o:i: an J..n erna J..on :is VJ..ewpo:i..n - • 

Combs 9egan to press strongly for increased internationalist teaching 

in the schools during the late 1920s. l<'rom 1927 to 1928 he was President 

of the Institute, and he apparently used his influence to good effect 

because it was precisely at this time that the Institute most strongly 

pressed the Department to reserve one page in each issue of the School 

Jm..:rnal for League of Nations noteg. h4 

The strength of the . political bond bej;ween progressives and the 

New Zealand Labour Party illustrated in part by the att6!T1pts of Beaglehole 

and Combs to secure greater Depe.rtmental st;.pport for internationalist 

tc~acb:in.r; has been described by Heath: 

62. 1111.'he Teachint:; of History in the Primary and Secondary Schools", p.4. 

6 7, ., . J·.c. Beaglehole, "The CinderelJ.a of the Syllabus: Some Observations 
on a History Report", (N1,(~_iopaJ. Eo.ucetj_on, 1925; pp.165-167). 

64-. D. Lynn, Institute SecJ·etary, W1:;stlan~ Br;:;r;ch, to H.H. Parkinscn, 
Inst:i.t.ut8 Socretary, Hokitika Branch l5 July 1928), E.29/18-248, Em~:. 
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This group included Combs and Hw1ter, A.E. Campbell, J.C. Beaglehole, 
W.N. Pharazyn and others who contributed to or merE::ly read Tomorrow. 
They were indeed to be radical in politics, even if they did not 
join the Labour Party; and they were in strone agreement with Labour 
Party support for the League of Nations and efforts to settle 
disputes peacefully. In education they were mostly rebels against 
over-forrrmlised methods in the classroom and desired both a broad­
ening of the curriculum and freer access to schools and uni vers-
i ties. 65 

It was precisely this bond which gave progressive ideals their 

cutting edge during the 1920s, and hence contributed to reducing the 

viability of patriotic teaching. 

R~sume 

In 1941 the Nelson journalist and author, A.N. Field, took a 

somevrhat uncharitable view of the relationship between progressives, 

socialists and internationalism. Unable to reconcile himself with the 

new educational developments then very much in evidence throughout the 

Dominion he grumbled that, "even a generation back it was recognised 

in New Zealand that the little trickle of university professors from 

Britain was bringing with it a steady insinuc1,tion of materialistic and 

subversive ideas into the minds of students". Among these ideas were 

11 ••• the worship of the Palace of Talk at, Geneva", "the 'new' educatior.", 

"comITJunism", "1·efusal of military service" and Darwin I s Theory of 

Evolution. 66 

Field was suspicious of change, even to the point of paranoia, but 

despite his many unsubstantiated charges he identified several key 

65. Heatb, p.2.1+. 

66. A.N. }t':i.cld, Whv Collep:es BT'eecl __ Cornmw1:'..sts, (Nelson: A.N. Field, 
'i941 ), pp.8-9. 



elements in the gro~~h of progressive e~ucation and its impact on 

schools. Originally the New Zealand progressives had started out as 
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a smalJ., closely knit group associated largely with the university 

colleges and the training colleges. By the late 1920s and early 1930s 

progressive idea.ls had already perrr.eated through the primary education 

system to a significant degree and were on the way to becoming the basis 

of' a future educatior.al "orthodoxy" .. 

Growing pr ogre ssi ve influence in the primary schools had import ant 

ramif'ications for patriotic activity. First, social and cultural 

education began to receive greater attention at the expense of the more 

narrow ccncern with patriotism and citizenship training. Second, pro­

gressives viewed the results of early post-war patriotic fervour in the 

schools with distaste and alarm. Those progressives who possessed left­

wing views often became associated either formally or informally with 

the Labour Pc.rty in advocating the increased teaching of internatioralism. 

Much of' the growing inte:cnationalist fervour within the primary 

school system was attributable to progressive influer.ces. J.n society 

at large, however, forces were being set in motion which, whilst owing 

little to the progressives, were to be equally instrumental in causing 

a decline in primary school patriotism by the close of the twenties. 
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CHAPTER EIGh"T 

The Gro-wth of Internationalism and Anti-Vlar Feeling 

The rise of internationalism and anti-war feeling in New Zealand 

was the final factor in the displacement of school patriotism. To some 

extent the basis for this feeling existed in New Zealand even prior to 

1 
the Great War. After 1918 anti-war feeling, due mainly to widespread 

war-weariness, was sufficiently strong to oblige advocates of cadet 

training and patriotic instruction in the schools to adopt a cautious, 

2 
even defensive attitude when attempting to justify their role. In 

1919 the Syllabus of Cadet Training cor-tained an assurance to teachers 

and parents that "citizenship, not militarism [wai} tl:e real aim of 

the cadet force". 3 Strong's suggestions concerning the inculcation of 

patriotism did not prevent him from remarking, "far be it from us to 

include a jingoistic spirit that finds its deepest expr2ssion in flag­

waving, and in clapping the hands over the downfall of a foreign f'oe". 4 

1. Especially after the Defence Act, 1909 had initiated compuls0ry 
military training for all male British subjects resident in the 
Dominion between the ages of twelve and thirty. ( See above, 
p. 12). Several organisations were :f'orrr,ed especially to fight 

the Act .. l\.mong thsse were the League against the Extension of Mili t­
arism, and the Natior..al Peace Cow1cil of New Zealand, both of which 
continued. their activities after the Great War. (For the National PE:ace 
Council's po3t-war activities concerning educ.?"tio:r:;., see above, 
pp. 68 - 69). 

2. A sin,ilar attitude also pervaded School J ourno.l articles on the Empi::'.'e 
at this time. See for ir,stance, C.J. P1:;,rr, "A Message to Scr ... ool 
Children for E;r.pire Day", ( S~ 15, part two Qwle 192i} : 66-68). 

3. New Zealand Military Forces, _2ylJc.i9y_;,_of Cadc,:t_Tra-:i_ning, (Wellington, 
, 919), p. 3. ~~his syllabus wa.s written for Sen:~or Cadets in seccndary 
schools. 

lf-. Strong, "Saluting the Flag", p.~4-C. 
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Even, The Story of' the British N e.tion, perhaps not al together unwittingly 

captured something of the new mood with its jubilant claim that the 

League of Nations had, " •.• struck at militarism".5 

Within the community there was passive opposition, even to the 

much modified system of military training introduced in 1921. Terri­

torial strength lagged well behind expectations and at its post-war peak 

in 1927 it was still below the 1913 level. Thereafter it declined 

rapidly. 6 Members of Parliament were acutely aware of public hostility 

towards milita..ry activity in general. In October_ 1922, for instance, 

following the tabling of a motion calling for a reduction in defence 

expenditure, there was much criticism over the continuation.' of military 

preparations. Although some of the doubts expressed during the debate 

derived from concern about the currer..t level of gove1·nment spending, 

a number of speakers drew attention to the changed moccl of the natio~ 

since the signing of the Armistice. R.W. Smith complained that, "the 

people of the country were exceedingly dissatisfied and war-weary and 

tired of the whole business" . 7 W.A. Veitch, the Labour Member for 

Wanganui cla.imed that the military training of you_ng men was proceeding 

even i; ••• when public opinion was strongly opposed to it". 8 In 

indicating the Labour Party's disap:;:,roval ,of peacetime conscription, 

Holland stressed that there was " ... a growing opposition to the spirit 

of militarism", throughout New Zealand. 9 

5 . . '£lee Sto__ry of the British Natior.., third ed., p. 285. 

6. By 1927 the Te were Just under 22,000 men on strength as con1pa:red to 
24,000 in 1913. By 1930 when conscription ended, the tote.l was oP..ly 
about 16,0CO. Of course, the rapid decline in Territorial strength 
during the last yea:::·s of' the d.ecad.e coincides with ths dramatic rise in 
anti-war med internationalist SGI!timent. ( See below, p. 208). 

7. ~~J'D, vol. 193, 1922, p.579. 

8. Ibid., p.576. 
9. Ibid., p.575. 
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It is all too easy, however, to exaggerate the extent aYJ.d impact 

of anti-war feeling during the early post-war period. Against evidence 

of widespread war-weariness must be set not only the patriotic f'ervour 

which characterised these years, but also the massive demonstration by 

young New Zealanders of their willingness to f'ight again f'or Britain. 

During the Chanak Crisis of' September 1922, some 12,000 volunteered to 

assist imperial f'orces against the Turkish nationalists then advan~ing 

against British positions.10 Of' more importance for the development of' 

both anti-war f'eeling and internationalist sentiment in the primary 

schools was the existence of Peace itself, for at least New Zealand 

society now had a much needed opportunity to return to normal. 

1. The Gradual Return to Peace-time Attitudes 

The process of returning to peacetime normality was a gre.dual one, 

but it was real nevertheless. In the schools, despite the i~pact of 

patriotic fervour, there were several indications that more objective 

attitudes towards international and imperial relationships were beginning 

to return, with the School Journal and Tr~-~tor_y of the Bri_tish N>1tion 

both illustrating this trend to some extent. 

From June 1918 until May 1919, for in 9tance, anti-Ger·man sentiment 

in the School J o'J.rnal was particularly marked. Then, quite suddenly, w2.r 

articles ceased to appear at all with the sole exception of' the annual 

Anzac Day corr,memorative articles. After a lapse of some two years, however, 

came the first indication that, henceforth, the School _Q:.9..~ would be 

providing chilare:n with a more 

1 o. One ml.ght suspect tha.t many of the ycnmg men who volunteered had 
mixed motives. A great many of them hcrl been too yc.ung for service 
i~ the Creal; 'Jar. Note especially the claim o±' LrJuis WilJjuns that 
he and his f'rlcnd.s wa,1t2<.", to join up bec8use " ... we were young 
£.tnci. adventu_:~ou :;; ar1c1 v;crLted to get a trip 01.rere:e;.1.s ..• ". 

( ,:., ·, "'L .; "C ,-, r ) 
~• 1 --L.U .;o \..T ..... ■ • 



206 

sympathetic and balanced view of the ex-enemy. The April 1921 issue of 

the part one School Journal was significant in that it featured two folk­

tales, one German in origin and the other, Turkish. The fact that these 

were included in an Anzac issue was all the more surprising, especially 

in view of the bitterness that had characterised both the School Journal's 

earlier wartime indictment of Ger-man culture, and the Gallipoli campaign. 

The German folktale, "The Fai thf'ul Shepherd Boy", portrayed Germans 

not as monsters but as individuals who possessed desirable human qualities 

11 
such as honesty, steadfastness and courage. IronicalJy, these were the 

very virtues which the School Jourrrnl considered had co.c.tributed to 

Allied victory, and children wore told to heed the " ... wise teachings 

12 
of such tales". Children were to soon learn that worthy character 

traits were not the only things to be shared irrespective of nationality. 

Responsibility for beginning wars and vulnerability to the effects of 

war were also international, according to the School J ot~rnal. Just one 

month ai'ter the appearance of the folktales a School Journal article on 

the Unkno;m Soldier referred to the dead. in the Great War as tragic 

figures, sacrificed like chessmen to win a game . 13 

The Sassoonian touch was at its most explicit in, "The League of 

Nations", an article which appeared in July 1924, and concluaed that the 

Great War had begun from a small flame lit in the powder keg of European 

distrust. Unfortunately, far from being destroyed, the powder kes had 

grown even larger and had a shorter fuse: 

11. "~:he :B'aithf'ul Shepherd Boy11 , SJ 15, part one (April 1321):54··~7. 

·12. Toid., p. ~-6. 
13. n'.I'he Burial of' the Un.known Warrior", SJ 15, part three ( June ~ 92-1): ~ 71.,. 



Civilisation is in very serious danger. Our old ancestors settled 
their quarrels with sticks and stones but these were useless when 
the arrow ·was invented. The arrow in turn gave way to the musket, 
and the musket to the rl.fle. More recently still the rifle has 
given way to the machine-gun, to great cannon, to poison-gas and 
liquid fire. Now we are threatened with death ray ::.i aud poisonous 
gases by which whole nations may be quickly exterminated. 14 

Malone claims that "until the thirties, the futility of war and 

suffering it caused were scarcely mentioned" . 15 Certainly, although 

these early internationalist articles illustrate the liberation of what 

H. C. Allen has termed " the true spirit of British liberalism" from 
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the vicissitudes of the war years, the viev,s they expressed had yet to 

find their strongest support in the community. 16 For coTmunity support 

to become a reality, however, there had to be nothing less than a world­

wide revolution in attitudes towards war and patriotism. 

14. "The League of Nations", SJ 18, part three (July 1924): 174. 'l'he 
tone cf this article should be compared to that of, "The Vigil", 
( See above, p. ·1 7) . 

~ 5. Malone, p.17. 

16. The same was true to a large extent of' the imperial attitudes presented. 
by The Story of the 'British Nat ion, with India providing a case in 
point. Imrr.ediately after the Great War the Montagu-Chel1r.sford Reformf, 
provided f'or a limited Indian participation in provincial administre,tion 
( dyarcLy). The follo~ing year, however, brought the Rowlatt Bills 
which, by sanctioning the detainment of political prisoners without 
trial, provoked the Indian National Congress into launching the first 
Satyagroha campaign. Unfortunately, by ,January 1922, the non--violent 
nature of the campaign had giver, way to 01.:.tbreaks of looting and 
murder. Newspapers in New Zealand took a largely hostile view of the 
whole protest movement, with the Manawatn Dail,'l_.Tim~ claimi~1g that the 
riots were a development of the political situation requiring " ... 
finn and immediate suppression 11 • (MW' 25 ,January ·j 922). By contrast, 
the 1922 edition of The Storv of the British i'J ation took a fc:t.t' more 
liberal view of post~war political developments in the sub-ccntinent, 
asserting that the pres sure of 11 ••• educated Indians for a measure 
of home rule", had O!",ly been partially satisfied by administrative 
changes in the Raj. Further changes w0re viewed as being both desirable 
and nt2cessary, with the hope being expressed that 11 ••• Indian loya.lty 
fivoula.J no% ·be x·cvv·c.rded by further rei'orms". (TheStC?.IY of tlw_British 

N • L • ~ ·- d - ? 1 7 ') ~1..9:2, ~,r ect. p.~ • 
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2. New Attitudes towards War and Patriotism 

There were two principal reasons for the dramatic rise in inter­

nationalist sentiment which began during the late 1920s. First, the 

assumption that Germany was to blame for the war was challenged by 

revisionist scholars working from newly released German and Allied state 

papers. Second, there was a growing realisation of the real costs, both 

human and financial, of modein war. 

a) The Questioning of War Guilt. For the Allies, the conviction 

that they had fought in a just cause made the heavy sacrifices more 

bearable. This belief was embodied in the findings of the Allied 

Commission on War Guilt which conclucled that the war had been wholly 
17 

11 ••• premeditated by the General Powers ..• " and consequently 

ratified in Article 231 of' the Treaty of Versailles. 

This complacent assumption of Central Power guilt did not remain 

unchallenged. Angered at having to bear the sole responsibility for 

war, Gennm1 historians and diplo~ats began the mammoth task of editing 

their nation's pre-war foreign policy papers. Between 1922 and 1927 no 

fewer than 15,889 documents in 39 volumes ~ere published in an attempt 

~ 1· d •• t· 18 to counter J-11 1e recr1m1na 1ons. During the same period Russian 

diplomatic papers released by the Bolsheviks indicated the part played 

by the Franco-Russian Alliance in the outbreak of hostilities. 

17. Repor_t_Fre~entec. to the Pr!)_Umjn9_ry Peace Corferen~~ (1919), in 
'l'he Outbreak of the l'irst 1,'forJd W:cn·, Prob:ems ,in European 
-c .-.--]----+-:· C 'r;ec• eel D 1.• Lnc. 1 B,·,c:tor1· Hea+h -1 or7·) ' Jl.Vl.._l.S[:.L ... .3._O!l. ue -L ,u, • • ..t.:J. vC..: \ vw .. v , .,10 , P•Ll-

18. Ibid., p,v:i... These documents became :b.own collectively 2.s, 
The Kauls'SY.J:!.S'~'nt_~. As early as 1919, John MEwnard Keynes had 
critf ci sell yernan war-repnratio. ns from a purely :3cc~ ~m~-~- viawp_?:l~1t in$ 
'l'he .11~eor:cn':ic Con,::2.91J.ences of ·l·te Peace (_Lor.don. Mc:1.1...mJ.._J.an,1919 1 • 



German a~d Russian material was quickly followed by state papers 

f'rom Austria, France and Britain, giving historians a massive quantity 

of primary materiaJ. to work f'rom, much of' it subject to several inter­

pretations. German scholars, including Erich Brandenburg and Max 

Montgelas, strongly denied that Germany had planned the War. In Britain 

and the United States, revisionist scholars such as G.P. Gooch, G. Lowes 

Dickinson, Harry Elmer Barnes and Sidney Bradshaw Fay stressed the role 

of' secret diplomacy and mutual European distrust in making armed 

conflict virtually inevitable once a spark had appeared. 19 

Althoui:;h the new revisionist interpretations did not become immed.­

iately av&ilable f'or school use in New Zealand, something of their 

inf'luence can be traced in a number of Schco1 Journal articles. 'l'he 

20 
tentative thesis of' collective guilt advanced in ~924 - became more 

209 

corrT.1on and considerably more strident during the later 1920s. An article 

in 1928 argued that the old proverb " if you want peace, prepare for war" 

was demonstrably f'alse because " fo::" years the nations of Europe had 

prepared f'or war, and the result was the most terrible war in history". 21 

19. See Erich Srandenb1-<::'g, Von Bi~9::r:_t_~1;1m'Wel tkrie g dar_gestell t auf d.e 
Aktqn des AuswCJ.rti~en A"Ilte~, Berlin, 1924; Count ;',1ax Montgelas, T!°'!£ 
Case for the-~entral Po·:1ors, London, 1925. In Britain, G.P. Gooch 
add.ress:0d. the British Lis ti tute of Inter:1.ational Affairs in December 
1922, durinr, the course of which he spok8 of the secret British 
corrtni tments to France mac".e during the decade p1·ior to 191 !+. Gooch 
reiterated these views in, The Carnbr:icl,2;e History of British. Fo::-e:i.g_ri 
Policy,fl85-13:]2, vol.3, ed. A.W. Ward. anJ G.P. G::ioch (Car'.lbrid 6e: 
Cambridge University Press, 1923), p. 508. The role played. by secret 
d:i.plor1acy in the outbreak of war was mo:..~e thoroughly explored in, 
G-. Lowes Dickinson, The !nt'.:.~nationa1 Anarchy, ·190li---19·1/+, London: 
Unwin, 1926. In tbe UniteJ States, Harry Elme~ Ba.mes concluded 
that France and ?..11s si-a bore the main responsibility rather than 
either Germany o:".' Austria. (H.E .. Barnes, The (;.enesJ.s of the Wo:dd 
War, New York: Alfred A. Knopf, 1926). A mo.ce moderate -revis:i.onis·c 
--- • a B , 1- ...., 1 s l' B position. was ad.opted by S:i. .118y raas.1aw t<ay. , ec d •• Fe.y, OriG_ins 
of the 'Nc.1rLi Vhr, !fow York: Mac.m:i.J.lan, 192f.l). 
------- -----·~-··--

2 ,~,r 
20. See above, P~ vo. 

2-1. uTho Peace of the World", S,J 22, part three (May 1923): 258. 
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Although the a:rticle identified Germany as being the nation most 

responsible for the War, the rival military alliances were now roundly 

condemned as having brought pre-1911+ Europe to the brink of disaster. 

In 1929 an article appropriately entitled, "Drifting into War" was 

even more explicit in advancing the notion of collective guilt. Secret 

diplomacy was blamed as the major factor in preventing arbi trat:i.on 

between the member states 01~ rival alliances, and the extensive war 

preparations of all the European states prior to 1914 was considered. 

to be deplorable. 22 

The new attitudes towa.rds war guilt displayed by some School Journal 

articles were accompanied by a.'1. increasingly critical view of patriotism. 

In June 1929, the Empire Day issue of the part two School Journal 

featured a poem by the British poet, Frederick L. Knowles. Entitled, 

"The New Patriot", the poem strongly attacked traditional concepts of 

patr:i otism by demanding to hnow who the real patriot vms: 

He who lights 
The torch of war t'rom hill to hill ..• 
• • . He who nails 
A flag to some defiant pole? 
... It is he 

Who knows no boundary, race or creed, 
Whose n.::~tion is humility, 
Whose decn'est £'lag is brotherhood. 23, 

22. "Drifting into War", SJ 23, part three (April 1929): 89. 

23. Frederick L. Knowles, "The New Patriot", SJ 23, part two ( June 1929): 
65. Knowles had v1ri tten severaJ_ critical v1orks un Kipling prior to 
19-14,, Like many other writers he was profoundly affected by the 
Great War, a11d this was L-eflected in his post-war poems. 
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In November 1929, an article entitled, "Remembrance" stressed the 

sordid nature of trench warfare. The lives of the soldiers was described 

as being no longer that of civilised beings, for they " lived like 

rabbits in deep burrows, amid mud and slush, cold and rain, fleas and 

filth, rats and lice, agony and death 

While children were learning ab out the unmitigated horrors of 

war they were being told how future conflicts could be prevented. In 

August 1930, for instance, a long and impassioned article stressed the 

necessity for a stronger internationalist outlook among New Zealand 

children. The "old" idea that might was right was renounced in favour 

of " . . . justice and mutual help between nations". The real enemies of 

mankind, urged the article, were not aggressive foreign powers, but 

• • d. a d. 25 ignorance, preJU ice an isease. 

b) Co:.inting the Costs of War. While revisionist scholarship 

undoubtedly helped to contribute to the sharper criticism of patriotism 

in the School Journal, it is hardly a sufficient explanation as to why 

internationalist sentiment grew so quickly in the schools. Neither does 

it explain how internationalism became so strong in the corrnnunity from 

the late 1920s. In any case, the new attitudes advanced by revisionist 

scholars and writers of war fiction alike required a public both receptive 

to and in sympathy with their arguments. For much of the 1920s, this 

important prerequisite was lacking in most western nations. A. C. Ward 

24-. "Remembra:.'1ce", SJ 23, part three (December 1929): 290. 

25. Pho2be Myers, 0 The League of Nations", ~~ 24, part three (Augus-: 1930): 
295. The nw11ber of articles on the League of Nat ions show2d a sharp 
increase from the late 1920s on. Soe for instance, 11 .A South American 
Quarrel 11 , s,:i: 23, p2.rt two (April 1929): 65-71, which described how the 
J,caguo had interve[lcd in the border dispute :,etwoen Bo1 iv:i.a and Paraguay. 
In -1932, hov,Gver, the dispute broke out into full scale war an.J. the 
Leagt..G' f:\ failure:: to intervene successfully a s8cond time !'.'esul ted in 
several South American states withdrawing from the oreariisation nltogeth'-: 
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has descr.ibed how several British war novels appearing during the early 

post-war period had proved to be " ••. books for the con..YJ.oisseurs rather 

than for the nnllti tude". 26 

The works of Britain's mo3t famous war poets, Siegfried Sasso:.on 

and Wilfred Owen failed to attract a significant public following 

during the early post-war perioa. 27 The same was true of C.E. Montague, 

despite the fact that his novel, Disenchantment (1922) received much 

favourable critical comment. It was not until the publication of Erich 

Maria Remarque's, All Quiet on the Western Front in ·J 929, that the war -

protest novel became, almost overnight, a best seller. In many ways 

Remarque's book was little different from earlier, less popular novels, 

but fortunately it "coincided in time with the restoration of acute 

f 1 • t b d • d d • b. 1 • t. '' 2 S A h t t' • ee 1ngs o num e m1n s an sens1 1 J. 1es . w ole genera ion ne 

world over was waking up a..--id was horrified at what it remembered. 

It is difficult to explain exactly why this "awareness" should have 

occurred at this time. Ward has claimed that the prolongation of the 

post-war depression with its attendant unemployment, poverty nnd. political 

instability ensured that, "the tide of disillusi.on was constantly rising 

higher". 29 The ever present reminder of the human costs of war; in the 

streets, .factories, farms and even in the schools further increased public 

26. A.G. Ward, 'I'he Nineteen Twenties (London: Methuen, 1930), p.11. 

27. Sassoon's Counter-Attack, 311.d other poems_, (London: Heinemanri, 1918) 
a."ld Owen I s Poerns ... , with an introduction by Siegfried Sassoon, 
( London: Chatto and. Windus, 1920), received but fleeting attention 
from a public tired of war stories. Sassoon himself difcovered hmr 
shortlived his Oi'm pop:1larity was when he visited the United States 
in 1920. See S. Sassoon, Siec:f'ried' s Journe_y_,1_916-:192..Q, London: 
Faber and Fabe.!'.', 1921 : p. 475). His pcetry was ·read. widely and 
appreciated, however, from about 1930 on. 

28. Ward, p. 155. 

29. Ibid., p.10. 



bitterness. New Zealand was no exception for in proportion to her sma:a 

population, the Dominion's war casualties were comparable to Russia's. 

Even while the last battles were being fought in Europe, a constant 

stream of wounded soldiers considered unfit for further active duty was 

returning home to New Zealand. Hugh Brown, then a schoolboy at Christs' 

College, recalled that his faith in internationalism was kindled by the 

return of 11 ••• old boys, some of them on crutches, some looking very 

•• II 30 
S:t.C.IC • C.E. Beeby remembered being similarly a.ffected. 31 During the 

1920s other youths undoubtedly had similar experiences to Bro'Wl1 and 

Bee by, for in some cases teachers who had been wounded were kept on as 

staff members " ... because it was the best thing to rehabilitate them 

f' . . . II 32 rom a ser:i.ous war-inJury . 

For many teachers, continued employment was less a matter of 

rehabilitation than of sheer economic necessity. Until 1930 teachers 

who retired prematurely were not guaranteed adequate superannuation. 

Consequently, ma!ly wounded teachers were forced to continue teaching 

despite their inability to cope adequately with the constant strain of 

the classroom. For those whose injuries extended beyond the mere 

physical, the position was even worse. A letter in National Eduention 

sig.'1.ed, "War N erves11 typified the plight of these forgotten men. "War 

Nerves" had seen extensive active servic() and while he had escaped 

superficiall~r 1.1n.scathed, he was a shattered man., Suffering acutely from 
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30. Fml. Disc. Q,:;::.Hu6h Brown later put his new convict:i.ons into practi0e 
as a teacher by setting up a model Lee.gue of N~tions in his class.room. 

31. Interview with C.E. B.:seby, 26 October 1913, at the NZCER. offices, 
Wollin gt on. 



sciatica contracted in the trenches and sensitive to any sudden noise, 

he con~essed " ... at several times I have felt near the breaking strain". 33 

A man such as this, who could merely plead ineffectuaJ.ly that his war 

service might " lessen the long list or" years between [1-iis return 

from the Front] and peace'', was surely to his pupils a saddening reminder 

of the "lost generation". Perhaps it was this man multiplied many times, 

in thousands of locations, who helped the yotmg to appreciate Sassoon's 

lament that, far fl'om being an heroic pilgrimage, " ... the War was a 

dirty trick which had been played on me and my generation". 34 

3. The Upsu,rge in Internationalist and Ant:i-Vfar Feeli:!-ig, 1929-1931 . 

\Vhatever the reasons behind the upsurge in internationalis~ and 

anti-war feeling, the fact that an upsurge took place is indisputable. 

Patriotism and its role in the schools became a subject for public debate 

and public criticism. Educational groups bec3file more zealous thari 

hi "cherto in their advocacy of increased international teaching. 

Two school patriotic activities, A.YJ.zac Day observances and Senior 

Cadet training, were especially affected by the growth in international­

ist and m1ti-war feeling in the late 1920s. Hugh Bro-,fffi has recalled 

that both in the comrrn.mity and the schools, "Anzac Day ceremonies came 

into ... disrepute because a lot of the clergy whc took the ceremonies 

were very strongly pa.cifist 11 35 

33. "War Nerves", Natt~n.al Educs.tion, 1 July 1929, p.292. 

s. Sasscon, The Cornplete Me:noirs of Gecrge She;ston, (London: Faber 
and Pat:=,r, 1937L p.655. 

35. Fml. Di,sc:. G.£. 



Their views were often unapprociated by war-widows and mothers who 

looked upon the occasion as a means of honouring and rationalising 

the deaths of loved ones. Bitter disputes in many areas over the 

types of observance to be held meant that frequently " ... the Anzac 
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Day ceremonies were just [relegated to something] more or less minor". 36 

Calls from both the Institute and the Headmasters' Association for 

smaller, less elaborate ceremo"lies were probably influenced by the growing 

public controversy, with the great bulk of complaints regarding the 

length of Anzac Day services being made only after 1929. In September 

1930, ~or instance, the Wellington Headmasters' Association requested 

that the Board no longer require the presence of school children at davm 

parades because of the strains involved, The Association further 

recommended that school services be limited to a brief prayer, a hymn and 

the National Anthem, the entire occasion not to exceed ten minutes. 37 

Meanwhile, in the secondary schools, a related controversy was 

developing around the Senior Cadets, which by the late 1920s had become 

a f'ocal point for public criticism of school patriotis::n in general. K.C. 

MacDonald claims that the Waita1d Boys' High School Cadet Corps was 

maintained II • • • in spite of the indifference and pacifisrii prevalent 

~8 
in the community" . ..,, The Corps was probably more fortunate than 

MacDonald reo.lisea, for public feeling could and did go beyond mere 

36. Ibid., Also, see below,pp,227-228. 

37. MWEB, vol. thirteen (15 September 1930), p.174. 

38. K.C. MacDonaJ.c., A History of l'v'ai.teJd,_Boys' Hi,;q School, 1883--192_8, 
(i,uck1and: Whitcombe and 'l'orr,bs, 1955), p.58. 



indifference. Wright St Clair has described a ruse practised by the 

Ha~ilton Cauct Corps in the face of public hostility: 

••• as a "set-off" to show that school cadet camps had other 
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objects than the fostering of war-spirit, but were a happy training 
grolmd in complete accord with all peaceful aspirations, whenever 
a train passed the camp, passenger, goods or stock train, all 
activities ceased, hats were removed and waved enthusiastically. 
Somet:imes a good humoured engiP..e drive1· returned the salutations. 39 

Public hostility towards things military encouraged left-wing 

organisations to press the Education Department more closely about the 

aims of cadet training. In June 1929, the Secretary of the Auckland 

Women's Branch of the Labour Party, Mrs M.B. Soljak, complained to the 

Minister that Auckland Technical College Cadets had been instructed 

during rifle drill to "aim for the stomach in order to be sure of killing 

their man", and dema-.11.ded to know if the Minister approved of " ... boys 

of tender years being given such instructio".ls at school". Sol jak was 

able to make her demands confidently, aware that, " ... the change of 

thought regarding war and militarism among decent minded men and women 

during the last few years, and the world wide desire for peace and 

freedom from all pertaining to war", made it imperative that she receive 

an answer. 
40 

Atmore's vague reply was in itself, an admission that he was 

th h th t h d , ~,. 7 ' bl. • • 41 acutely aware of e c rmges a a GClJ."~en p_ace in pu ic opinion. 

He and his successors '.Vere to be kept busy until the outbreak of the 

Second World War, acknowledging and occasionally countering the objeetions 

--------
39. R.E. W:t:'ie;ht St. Clair, Hamilton High Schools 1911-19 1: Hamilton Boy_§' 

Hi_eh S::hool, E;:i,mi_Hon G-irJ.s 1 rlip:h School, Hamilton, 1971 , no page 
nu:nbers. Inddent undatec.l, but its position within the text str0ngly 
sui_;gests that it occurred during the 1929-32 perio:i. 

~-0, Mrs M.B. Soljak to H. Atmore, Minister of Education, 17 June ~929, 
e. ?.9/.7>0/2, ~!)l<'. 

4-1. J:..-f:rr,oi'e to SoJ.jak, 4 July 1929, E.29/50/2, ~DJ?. 
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of a growing number of interested organisations. 42 

The late 1920s also saw the beginnings of increased international­

ist agitation from within the education system itself. The General 

Council of Education expressed concern at the lack of encouragement 

given to te.achers wishing to disseminate information about the League of 

Nations. In 1927 the Council formally requested that the Department 

utilise the Education Gazette " ... f"or the purpose of familiarising 

the schools with the orgE:,Disation of the League of Nations and of the 

League of Nations' Union" .4-3 The Institute began making similar requests 

regularly in 1928. Through National Education, the Institute urged 

every teacher to " ... become a member of' the League of Nations' Union 

and to be an active participant on its behalf". 44- When the League of 

Nat ions' magazine Educational Survey began publication in 1923, a 

4-5 National Eciucation article recommended it to all educators. Along with 

its increa3ed calls for greater teacher interest in internationalism, 

the Institute as a body became actively involved in supporting the cause 

42. Arr.ong them, the No More War Movement, the National Peace Council, the 
New Zealand Esperanto Association, and the League of Nations' Union. 

J.i.3. Education Gazette, 1 July 1927, p.11. The General Council of Education 
was a statutory bociy set up ur.de:r the Education Act, 1911+. It normally 
consisted of the Director of' Education, the Assistant Director, a nom­
inated Inspector of Schools a.'1.d fourteen teacher representatives. The 
Council met in June of each year, one of its functions being to report 
0:-1 11 ••• new methods or aevelopments in national ed1.1cation which in its 
opinion it is desirable to introduce lnto New Zealarni". (Education Act, 
19-14-, 5 Gco.V, Statute2, clause ten, p.-i83). 

4-4-. Report of ·t.,he 4-6th Annual Meeting of the Institute (May 1929), Reports 
... ; p. 26 _IF. 

45. Nat:i.onal Educ8tion, 1 October 1929, p.197. 
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of' peace. Ir. 1929 it. assisted :i.n the organisation of a Peace March in 

Wellington to mark Armistice Day. '1.'he Auckland Headmasters' Association 

took a similar stand at this time, by issuing open invitations to all its 

members to attend anti-war rallies under the e.uspices of the League of 

Nations' Union. 46 

The Department responded to these developments in a number of ways. Tr.e 

1929 Syllabus in history, together with its accompanying textbook, 

Our NC1.tions Storv, illustrates just how far the Department had already 

gone towards accommodating the demands for the promotion of international 

awareness among school children. The choice of topics in the Syllabus 

provided a balance between the older emphasis on patriotism and Empire, 

and the newer stress on internationalism. In Standard Three, traditional 

imperial heroes such as General Gordon, shared the stage with newer 

arrivals such as Doctor Barnado, the latter being included expressly to 

11 ~ • k" -'I~ d • d t • f th .. 47 stimulate ... suc11 virtues as ~n=~ess an cons~ era ion or o ers ... • 

In Standard. Fo-.ir, the old emphasis on feudal history was largely retained 

but utilised to provide a comparison with the advantages of modern life 

including the help given to the poor. 48 

, 
Gontempora:rJ social and political developments were generally 

reserved for Standards Five and Six, and here again the choice of topics 

underlined the fine balance drawn between the patriotic and imperial on the 

one hand, and the international and humanitarian on the other. Although 

Standard l<'i ve children were to study both the Napoleonic Campaigns and 

the Gre1:,t War ·.x-,der th.s topic hertding, "Two Attempts to Seize World 

1+6. And :in 1931, the Association was represented off:i.cic1.lly by its Presi-­
o.cnt at a d:isb,rma10.cmt rally in th8 AuckJand To-rm Hall. 

L17. '19'29 Syllabus, p.31. 

J1-8. Ibid., p.52. 
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Power", they were also to trace the growth of internationalist feeling 

which led to the formation of the League of Nations, and examine 

important l.:md!J'larks in international under~tanding such as the Kellogg 

Peace Pact. 49 In Standard Six there was the familiar imperial material 

grouped under the heading, "'l'he Growth of Empire", but again it was 

partially balanced by topics in social and literary history such as, 

"The Story of Great Writers", "The History of Useful Inventions11 , and 

"Improvements in Social Welfare", the latter including the humanitarian 

50 work of the League. 

The Appendix for the history section of the 1929 Syllabus, however, 

was the most explicit of all in its clarification of the balance now 

existing between patriotic and internationalist ideals: 

The narrow nationalistic interpretation of history should be 
avoided, international jealousies should not be arous8d - a 
f'atally easy course; but there should be sedulously cultivated 
a strong faith in a more peaceful, ha:r.nonious, and prospero:.1s 
world. FrequE.mt reference should be made in the higher classes 
to the constitution and activities of the League of NationB, a,.7.d 
to some at least of the disputes it has settled. One of the 
teRc:rnr' s m9..in aims shollld be to impla.11.t in the minds of hi3 pupils 
a detestation of war a.s a means of settling international differences. 
On no accou:1t should too great an emphasis be laid on achievements 
in v.ar. At the sa."lle time these should not be ignored, nor should 
the.ce be anything but the highest praise for thos'? who sac.;:-ificed 
their lives for their country's freedom, Ever-.1 0pportunity that 
occurs through annual commemorations $UCh as Anzac Day, Armistice 
Day, Trai'algar Day, should be utilised to inculcate in the minds of 
the young love of country and a desire to promote peace among the 
nations. 51 

'I'he textbook, Our Nation' 8 Storv similarly bala..'1.ced internationalist 

and patriotic icieals. Its authors strongly supported the League, arguing 

that " ... men realise that no nation can live by itself alone, and the 

49. Ibid., p.33 

50. 

Ibid., 



good of one nation is the good or all". 52 The signing of the Kellogg 

Pact was hailed as a bid to outlaw war for ever, but it was also 

220 

pointed out that Britain, " while signing the Pact, ret~~ freedom 

of action in respect to several regions, the welfare and integrity of 

which [we re] vital to her peace and safety" . 53 

Despite these i'irm indications that the Department had indeed 

assigned a prominent place for internationalism in the school, criticism 

still continued. In the first issue of Educational Survey, Willis Airey 

claimed that the Department was still not doing enough in promoting 

international understanding among teachers E.nd pupils. 54 The Department's 

sensitivity to the issue was aptly illustrated by the rapidity of its 

rebuttal. The Education Gazette reviewed Airey' s article in February 

1930, and described his comments as " ... unfortunate, because we are 

doing our duty". 55 In fact, the internationalists had already won a 

substantial victory. For the Department, as for the schools, there was 

no t'J.rning back. Further progress in international teaching came in Jurrn 

193·1, when weekly broa'lcasts to schools on the aims w.d work of the 

56 League o:' Nations began. This was something that the Institute had 

long been hoping for, and National Education cor.i.mented with evident 

satisfaction that the Department had now " •.• recognised the educational 

' -"' f • t t • al• II 57 value of lessons in ~avour o in erna ion ism. 

_______ ,._._ ________ _ 

52. Our_Natio22.~~-~12J:Y, (Auckla'1d: Whitcombe and Tombs, 1929), p. 142. 

53. Ibid., p.143. 
54 .• E..:hl£.;Iti 0120-1 ~~-:C\:~Y, League of Nations, Geneva ( 1 @uly 192~: 14--21). 

55. Ed~£.~ii'2-12~1-~~i:~tt..£, ·1 February i 9 30, p.20, 

56. Individual schoo.:_s had experi:nented with radio during the late 1920s, 
but not on a rogulg,r ba::-;is. 'l'he use of radio for League of Nat:Lons 
broadcasts was to ant:i.cipate the use of radio for other sub jcc:;s frora 
1937. 

57. N 1:.:.:L.~"2;~L.-1~:i\lC2:~~~L.£:!, 1 ,June 1 :;(51, p.251. 



4. Postscript: The Climax of Internationalist _Sentiment• ,1932-19.34; 

In 1929 faith in internationalism had never been so strong. The 

League of Natio!1s had survived its uncertain beginning, and through 

its ausp:Lces suppo:::"ted by the combined will of' its member states: 
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•.. disputes like thosn about Memel and the Aaland Islands were 
reso~ved peacefully; dm1gerous conflicts like the Greco-Bulgarian 
one wore checked; a settlement was found to the territorial and 
ethuic tangle of Upper Silesia. For years the League prevented 
Balkan rivalries and the friction between Poland and Lithuania 
from e:!'.'upting into full-scale wars and protected the status of 
the free city of Danzig and the rights ;fits citizens. The League 
stood as the champion of minorities . . . With Chamberlain, Briana. 
and Stresema.r1n so conspicuously devoted to the League ideal, who 
could dou"bt that the League must grow ever stronger ... and that 
one day all the countries of the world might disband their armies 
and destroy their armaments. 58 

Lri. July 1928, France and Britain signed the Kellogg Pact renouncic1g 

war. The subs,~quent ratification of the Pact by the United States Se!late 

in J ari.uary 1929 further strengthened internationalist cor..f'idence and 

rekindled hopes that the United States might yet play a larger role in 

League affairs. It was not to be. The first step in the withering of 

f'aith begari with the econonic depression in October ·1929. Then, in 

Septerrber 1931, came the Mukden Incident and the League's first great 

failure. As if to mock the past successes of internationalisn, Bolivia 

and Paraguay resorted to ful 1-scale war which the League this time was , 

unable to halt. 

Paradoxically, internationalist and anti-war sentiment reached a 

clim3X in the schools betwee:;.-i 1930 and 1934. Jenkins, for instance, 

demonstrated that in 1932 " .. the detestation and abhorrence or war 

59 
•.• " reached its height in the _School_Journal. Many articles vv'ith an 

-----------
58. G. Scott, _!he. Rise_and Fall of' the_Lr-~ague_o£' Nations, (London: 

Hutchison, 1973); p.~oo. 
59. Jen}dns, p.131. 
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internationalist or anti-war theme appeared to have been chosen for the 

almost religious intenslty of their conviction. In a special Anzac Day 

article the British poet Geoffrey Dearmer described how an exhausted and 

frightened soldier during the Gallipolli campaign was befriended by a 

stray dog during a lull in the fighting. By licking the soldier's face 

the dog proclaimed himself 11 an open ally of the human race". The 

soldier was portrayed neither as a hero, nor even as master of the 

situation. Instead war had bent him conpletely to its will, and the 

return to human awareness was possible only after the dog had provided 

solace. This view of man and war was f'ar removed from the early post-war 

accounts of the Gallipoli Campaign in which the Anzacs had been likened 

60 
to the Archean heroes as they sto!'med Troy. 

Enemy soldiers likewise, were now portrayed very differently. In 

March 1932, a story entitled, 11 Appy Einrich" appeared which described 

the bonds that had developed between a British a.'1.d a German regiment 

statior..ed o;iposite one another on the Western Front. Every night a f'at 

jovial -German niclmruned 11 'Appy Einrich" by the British, climbed on to 

the parapet of his trench and entertained both sides with a song. British 

and German alike came to look forward to " 'Appy Einrichf s" appearaY1ces. 

During the times he sang an uno:'ficial truce was observed. Unfortunately 

the British regiment was withdrawn secretly one night and replaced by a 

fresh regiment. The inevitable tragedy was related by a soldier of' the 

new regiment some months later: 

---------
60. Geoffre,Y Dcarmer, 11 The Turkish Trench Dog", SJ 26, part three (Ap:.·il 

1932): 65. Dearmer published anthologies of poems in 19·i8 and 1923. 
Like Kr1owJ.en. these reflected the dj sillusionment of the post-wa.r 
generation o_f writers in Britain. 
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11 Some of our fellows saw a bulky Boche climbing on to the parapet 
just across the waJ, and had a little target practice, and he went 
do":'l'.n in a heau" 
"'rhat was he": I said "That was 'Appy Einrich". 
" ' ' What a bea.stly thing war is, and what ungrateful beggars we were 
to forget him". 
"Yes, a beastly business killing men", said my guest. 61 

Articles of this type struck hard at the basis of wartime animosity 

and at jingoism, al thoug.>1 they were not overtly anti-imperie. l or a"lti­

patriotic in sentiment. Articles on the Empire continued to appear in 

the School Journal, although they were fewer in number than they had 

been a decade earlier. Malone points out that in New Zealand, the old 

"imperial ideology" at its liberal best implied a belief in the eq_•.1al 

rights of peoples and of cooperation between nations which was compatible 

62 
with the values of the League. In 1932-, a School Journal article 

out]ined the role the Empire could play in the maintenance of world peace, 

concluding that, "if the Parliament of Man a.'1.d the Federation of the 

World are to come about, it will be most probably because the English 

speaking nations have set an example together". 63 

While imperial sentiment could be of a very liberal ng,ture, the 

existence of the League played an important role in broadening its 

ho!·izons, as in the example above. In the ,caSl'l of patriotism, inter­

nationalist sentim3nt played an even greater role. The continuing 

modification o::' patriotism as a concept can be also illustrated from 

6~. A.G. Gardiner, " 'Appy Einrich", SJ 26, part thre8 (March 1932): 292, 
The article w2.s an extract from the author' f, coll2cted essays which 
appeared under the pse,,,1,donym, Alph.?, of the Plough. 

62. Malone, p. 7. 
63. "The British Empire", S,T 26, part three (June 1932): 129-130. 



School Journal articles. During the early 1920s most articles about 

patriotism saw it as a mass emotion, accompanied by external symbols 

such as the flag. By the early 1930s it was a different story. In June 

1932, an article entitled, "Home a..."ld Country" described patriotism as 

being the creed of "the fireside" and of "the textbook", rather than of' 

the masses. It was claimed that, "love of country [wa:D in no way akin 

to the passion for power and self", and knew II nothing of greed, of 

gain and lust of conquest". 64 This concept of patriotism went :far 

beyond that of Strong's a decade bef'ore, and came close to the "folk 

patriotism" advocated by the Labour Party which Holland had felt to be 

an integral part of true internationalism. 65 

As the Depression deepened and the j_nternational situation grew 

steadily wor3e, internationalist zeal in promoting their ideals in the 

schools actually increased. It was almost as if, havi!'lg realised that 

the world had slipped from their grasp, internationalists had become 

determined to P-DSJre that a future generation would one day recapture the 

lost oppo!'tunity. The League of Nations organis-3.tion itself' bec31Ile 

increasingly active in seeking the elimination of excessive nationalism 

from the history textbooks of member states. Although the International 

Institute for Intellectual Cooperation had been formed by the League in 

·1922, formal approaches to League members were not even plant"1ed until the 

Casares resolution of 1925, and the first written enquiries sent out in 

1931, were somewhat superficial in content. 66 

64. "Home and Cot.:ntry", SJ~ 26, part three (2·une 1932): p.131. 

65. See for instanr.e, N~P~, vol. 131, 1920, lJ• 58-1. 

66. See, N.T. Lan1)ourne, "D,Jcla.ration on the Teach:iag of History", a memo-­
rand.um to thcs Minister 0£' Education, 21 Ma:!'.'ch "1938 E29/72/9.EJ;F. The 
J·u11e 1931 e:,1q_u~_ry v1as concerned prin0ipally with the der:;r0e--;fna:Lion­
a1ism penr.itted in sc;10ol text:1ooks. 
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During the following year, the International Institute for 

Intellectual Cooperation prepared and distributed a far more extensive 

questionaire. This was divided into six sections covering not only 

the revision of textbooks, but the training of teachers in the aims and 

work of the League, and the amou...~t of League material available for 

school use. 67 The New Zealand reply was draf'ted initially by Lambourne, 

and approved by the Minister. Like the questionaire itself, it was far 

more detailed than it had been on the previous occasion. While the reply 

recognised that much remai.ned to be done in New Zealand, especially in 

the preparation of teachers to take lessons on the League, it did point 

out with so::ne pride that internatio::i.alism was nov, an integral part of the 

history ayllabus in the primary schools. 68 Ir, itself, this was a 

substantial achievement. 

Internationalist militancy, however, was still causing education 

administrators some headaches. In April 1932, the Masterton Bra~ch of 

the League of Nat ions I Union, exasperated by a long standing Wellington 

Education Boarl ruling which effectively barred it from the primary schools 

in the dj_strict, bitterly criticised the apparent ease with which the Navy 

League still gained entry. Both the Masterton Women Teachers' Association 

and the Presider1t of the League of Nations' Union, James Gibb, sent letters 

of' protest in support of the Masterton Branch. 69 

68. 

"Enquiry relating to the means adopted in all types o:' school.s for 
giving instructions on the Subject of the League of Nations in a 
manner calculated to promote international 1.n1derstanding", Educational 
S~~ 3 (Decei:1ber 1932): 103-105. 

"Trai.ning of me1:1bers of the teaching prof<Sssion "\\ho are required to 
give lessons on the League of Nations", E~ucatiow::i.1 Survey 4 (March 
1933): ·i7. Non Zeala-1d's reply appeared along with thosG of 29 other 
natio:1.s and co:npared. favourably with the best replies. 

Fo:::- 9, diecussion of Gibb's involvement in the League of Nations' Unio~ 
see Barber, pp.22i+-252. 



The ur:.fortunate Board was forced to put the whole question of entry 

rights for the Union to a full Board meeting. Though a motion for rhe 
re.lox~ho11 ; of restrictions on the Union's entry rights during school 

hours was eventually lost, the fact that the Board saw fit to debate the 

.;s u t all • • f • .._ 70 ..... r. -e a was s:i.gn:i. :i.cru1<.,. The Board's previous sol:idarity over 
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entry rights was wavering, and this was underlined later in the year when 

the hitherto un~uestioned right of the Navy League to enter schools was 

reaffirmed only after two Board members had obliged the Secretary to 

record their dissent. 71 

Two years later in 1934, the Wellington Education Board again had to 

reconsider the texms of Navy League entry, this time in the open and before 

a public increasingly critical of the type of patriotism the Nav-.f League 

represented. La.te in the previous year, the Board had again given Navy 

League lecturers permission to enter Wellington schools. Without inform­

ing the Board, the League invited Rear-Admiral Bur~es Watson, Comn;ander 

of the tfow Zealand Divi3ion, Royal Navy, to address the pupils of several 

schools during April and May 1934. In the course of these address2-s, Burges 

Watson warned. of an irr.pendir.g Japanese threat to the Pe.cific region. On 

several occ2-i,;ions he pointed out that the League was a failure and that 

" ... further v,ar wa.s inevitable, if not imminent". 72 

70. J~~.!:-, vol. fourteen (16 May 1932), p.14 and (8 April 1932), p.31. 

71, Ibid. (14November1932), p,52O, 

72. Eveni22gJost (Wellington), 12 May 1934. EveE_~~_E_ost here-after cited 
as Et, 
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Reaction to the Rear-Admiral's comments was almost immediate. On 

1!._ May the Wellington School Committee and Education Federation met to 

discuss the whole question of Navy League entry into schools. The 

meeting proved to be a stormy affair, with several delegates walking cut 

a.s tempers frayed. Eventually, a motion to " ... prohibit the Navy League 

sending lecturers to our public schools, thereby influencing and poison-

l.·ng the • d f' ' "ld " • db • 1 t 73 min s o_ young cni ren , was carr:r.e y a sing e vo e. After 

further discussion, it was decided to add to the resolution, the recommend­

ation that " .. it would be far wiser to try and teach children ... that 

there are means of settling international differences other than by the 

unintelligent, brutal and discreditable method of war". 74 

On 20 May the Institute entered the fray when its President, Miss 

M. E. Magill, gave her inaugu.ral address in Wellington. Although she did 

not specifically mention the Rear-Admiral's visit to schools, she was 

probably aware of the implicatio!ls now surrounding the growing controversy 

when she w.3.rned that, "the forces of reaction and of anarchy were 

aborad", arid that it was up to teachers to " ... begin the war against 

warfare in the schools". 75 Her speech aptiy captured the mood. of the 

meeting, which p;:issed a remit that " ... U;e Institute declare itself 

wholeheart2dly agci.inst war and recommends its members to link up and 

support in every way the League of N ationJ Union". 76 

At this juncture, the Evc:Q_ing Post firmly linked the Wellington 

School C ornmi ttce and Education Federation's protest concerning the Rear­

Admj ral' s remarks, with the Institute' s anti-war resolution. As early 

73 .. KE, 15 May 1934. 

75. M.J:;. Ma.0::.J.1 1 Presidential add.ress, B£E£F.t~ ... , p.8. 
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as 4 May, the paper had reacted sharply to what its editor termed, " 

the spate of militant pacifis:n ... " that had already "innundated its 

correspondence columns, warning its readers that New Zealand could expect 

no help fro!Il the League of Nations if attackea. 77 Now, the editor 

stro~gly condemned the Institute's resolution, complaining that in recent 

times " .. far too much stress [had] been laid on the note of sorrow and 

suffering" in war, and that given the worsening international situation, 

this emphasis was a grave mistake. 78 

The editorial. prom1Jted a reply fro:n G.R. Ashbridge, the Secretary 

of' the Institute, who claimed that the poor international situation had 

been a major factor in prompting the Institute' s resolution in the first 

place. Ashbridge went on to point out that the resolution, far from bei!lg 

irresponsible, 11 •• might almost have been lifted verbatim from the 

official Syllabus of Instruction for Public Schools ... ". 79 Not to be 

outdone, the editor of the Evening Post printed Ash.bridge's letter in 

full, together vii.th the comment that the Ins~itute' s resolution had be8n 

80 
passed o:ily as "pacifist propaga...'1.da". 

Meanvrhile the Rear-Admiral's original remarks to school children 

about the probability of war with Japan had gained the ear of the Labour 

Party. In Parliament, the Labour Member for Napier, W.E. Barnard, demanded 

that the Goveri:ment " dissociate itself from the rash and provocative 

remarl-:s made by him [Burges Watson_] 11 • 
81 Fraser; now the leader of a 

powerful Opposition, warned the Housc:J that Burges Wat son's comments 

77. Ep _ . ., 4 May 1921. 

78. EP. 16 MaJ 193!+. __ , 

79. E?, 2·i M:w- ~ 934. 

80. lbjd. 

81. )!0,'cQ, vol. 238, 193-~-, p.56. 



concerning Japariese aggression were insulting to Japan and thus, 

dangerous to New Zealand's own security. 82 The Government made little 

attempt to defend the Rear-Admiral, or his point of view. J. G. C obbe, 
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the Minister of Defence, claimed only that Burges Watson had not reaJ.i.sed 

that reporters had been present at the schools when he made his remarks, 

but added that the Government could not approve of anything that could 

be characterised as a reflectio~ upon another nation. 83 

It was obvious that neither the Rear-Admiral, the Navy League nor 

the Wellington Education Board could expect Government support or sympathy. 

The times had indeed changed, In 1921 an irate Auckland Education Board 

had enlisted the support of the Minister of Education to compel a 

recaJ.citrant Auckland City Schools' Co:nmittee to accept Navy League 

spe:ikers in its schools, 84 Now, thirteen years later, the Wellington 

Education Board found itself obliged to dissociate itself from Burges 

Wat son's remarks and to sharply remind the Navy League that only 

authorised League speakers had been given any right to enter Wellington 

Schools. 85 It is not recorded whether Auckland Education Board members 

appreciated the irony of the situation. In aYJ.y case, the Auckland Boar·d 

had gone through a similar process of reor\entation symbolised in its 

choice of films to recomme.'.lc. to school children. In 1921 the chosen film 

had been, appro:;:iriately enough, R~~ia, with its glittering imperial 

pagear1try and its extravagant display of patriotism. Now in ·1931+, it was 

Dre_,y.fl!.~, a starkly realistic film which attempted to expose the sordid 

nature of patriotism when taken to extremes, 

83. Tb:i.d., pp.72-73. 



Patriotism was still taught in the schools, but the concepts 

behind it had changed and it had l~st much of its earlier pride of 

place to internationalism. By contrast, during the last years of 
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peace, internationalism proved too deep-rooted in the education system 

to lose ground, even though it went from defeat to defeat on the larger 

world stage. Although internationalists looked to the future in 

despair, their pleas to children continued to sound a plaintive, yet 

moving note. 

In his 1935 Anzac Day radio talk to children, Ormond Burton 

ad.mi tted sadly that 11 none of the things we fought for has been 

attained". Instead there was only the threat of a war which would 

destroy " ... good thinking and fine living, as well as precious 

lives11 • 86 A School Joun1al article in September 1937, reminded would.­

be child flying aces that if they wished to be pilots, they would find 

11 ••• plenty of exciting work of a peaceful and useful kind: carrying 

passengers, goods and mail, fighting forest fires, or perhaps spreading 

poison to kill grubs and insects that destroy crops". 87 

In May 1938, one month after the German annexation of Austria, a 

poem in the School Journal found some consolation in the fact that 

despite, 11 ••• war in China, war in Spain", birds were 11 ••• building 

t a.ga·in12 • 88 Despite what the future held, what had occurred in New nes - s _ 

Zealand prima1y schools regarding patriotism and _internation3.lism during 

the 1920s an.o. early 1930s eould not be undone. True, the high hopes of 

1929 had been dissipated, but equally a repeat of the "knightly crusade" 

of 19-14 or the patriotic fc'~rvour of 1919-1921 was impo:-sible. The second 

post-war world would be shaped around an altogether diffor.;mt id0al. 

86. Orrr,ond Eure m1, '' Ar,zac Day 1935 Ro.d.:Lo Ta1k to Children over 2YA", 
fAo.;.,~ssripL pa,pors, 0. El. Cori·. 
11 How Atiroo:Lane.s 1'1 ly11 , S,7 31, P':'.)'t two ( 8eptcm1ber 19.31): 123. 
ITat21ie Lynn_. 11.i;:L,:::ord--;r,J Hara,u>iy", §..;[ 3~~ (M::i,y 1938): 22j. 
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CONCUJSION 

The 1920s were decis:i ve years for patriotism and the New Zealand 

primary schoo]£ In the years immediately follovling the Great War, a 

remarkable combination of political, social and educational factors 

converted patriotism into a dynamic force in society and gave it a 

considerable influence in the education system. Within a decade, 

however, a new and equally remarkable combination of factors secured a 

a substantial reversal of this process with far reaching consequences 

for the schools. Such profound changes require explcnation, not least 

because they took place over a surprisingly short period. 

By 1918, pre-war patriotism, with its essential unreality, its 

Victorian romanticism and its inbuilt safeguards bad been severely shaken. 

New Zealand society was now unstable and unpredictable. Four years of.' 

bitter fighting had encouraged an intense collective soul-searching 

producing suspicion of non-conformity, apprehension about the future; ~1d 

a desire for total and visible loyalty. Patriotism was thus a.t a 

spiritual and emotior,al turning point, requiring only the anger, frustration 

and uncertainty of a traumatic decade to convert it into a dynamic and even 

f'rir;htening force in education. 

During the early post-war years, three factors determined the 

extent of patriotism in New Zealand society end the degree of its impa.c.:t 

on the pr:l.mary s8hoo1s. Fir:>,t, war memories e.nd lessons learned as a 

res.ult of' ·-,,·a1· experienr.:e p_rovided a."1 initial impe·tus for an outburst: 

of' pat1~iotic enthusiasm. Even vrhile the war was still being fought, 

war r:iemod als were app e..~·,n rig in school grounds, a1<:kd by a growing 

reaJ:i 2ation that the Demi.non was, psrhaps £'or the f'irst time, helping 

to make history on E~ world scale. Immed:i.a.toly following the Armistice, 

schcGl.3 began to compete witr one ar.othoi' to obtain comrncmorc.tive nar 
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literature. The les:::-ons of war lent urgency to the development of 

c:i. t:i.zenship :i.nstruction des:i.gned specifically to foster patriotism, 

including loyalty to the state, a lmowledge of British forms of govern­

ment and pride of race. Regular history and civics lessons were 

supplemented. by school observances to mark days of special patriotic 

sigr..:i.ficance such as Anza.c Day, Tra:f'algar Day, Armistice Day and 

Emp:i.re Day. To some extent, at least in the short term1war hatreds were 

kept alive in the schools. Much had been made of German barbarism and 

brutality durir1g the war years and immediately after the war a number 

of School Jcurnal articles described how Germany had been brought before 

the bar of international justice and punished for her crimes against 

humanity. At the same time hostility towards military defaulters 

persisted, especially if the individuals concerned were teachers, capable 

of influencing children with their beliefs. 

Second, renewed naval rivalry in the Pacific served to accentuate 

the long standing New Zealand pre occupation w:i. t:O external security. 

Cor.tinued New Zealand interest in the naval balance between the Great 

Powers underlined the Dominion's ar1-xiety over the steady eros-1 on of 

British naval superiority. In particular, concern about Brita:in' s 

willingness to continue bearing hea,ry defence burdens was largely 

responsible for the schools' stress on the mutual value of the imperial. 

conneetion. Imperial unity was stronely upheld in the School J-?..:.-~::.l 

and open disagreements between countr:i.es of che Empire were deplored as 

increasing thn possibil:i ty of future imperial d.issoluti or... Frequent 

naval visits kept children aware of' the navy's role as protector of 

imperial trad•~ routes. Both inside anc. cutsid.e regular school hours the 

Navy Leae;ue provided p!'opagandrJ enrphas:i sing the na:vy' s requirement for 

'· - .:i ·n "'~d ..;+.-. 11e>ed for YJ111 , 1 ·i" s11 ppo1;t StlJ_pS a.n...1 Til-3-} c....iJ. ~,_,.._; .._. - l .._,_t,..1_.1...-•• v ... v. - " The League' s w or1':· was 
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greatly facilitated by the generous terms of entry into schools that it 

often received from education boards and school committees. During the 

early post-war years, the League enjoyed a decided and largeJy unchallenged 

advantage over other organisations in this respect, especially those with 

an internationalist bias. 

The third factor contributing to increased patriotic activity 

during the early post-war period was the world-wide growth of left-wing 

militancy. To many New Zealanders Soviet Russia appeared bent on 

fomenting world revolution both through her own example and by her 

policy of granting subsidies to revolutionaries beyond her own borders. 

The political chaos prevailing throughout much of Europe, together with 

the industrial unrest which gripped Britain, Australia and the United 

States, seemed visible proof of the existence of a giant subversive 

organisation operating on a world-'l'tide scale. Within New Zealand, the 

marked increase in strikes after 1918 was interpreted by the Government, 

the press and by many educationalists as advance warning of political 

and social uphe8.val comparable with that occurring overseas. 

Educs.tionalists were particularly concerned at the possible effect 

of class polarisation upon children. Their fears were further intensified 

by the distribution of militant socialist propa,ganc.a in the main centres of 

the Dominion, much of it apparently aimecl at yot:ng people about to leave 

school and enter the labour market. While the Government could and did 

use the socialist bogey to woo electors, it was also genuinely concerned 

at the apparent strength of the militants. In 1913 Massey had l'ee,cted 

sharply to industrial action by the rr:iners. Now he became thoroughly 

a1a::rrned a.t its :resurgence 2n vital export ir.d.uE1tr·ies as weJl as angered 
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by the support strike action received f'rom Labour members in the House, 

sorre of whom had played a prominent role during the 1913 confror.ta.tion 

between strikers and the Government. 

Fear of the corrupting influence of militant socialism had 

important consequences for education. By 1921 the Government had 

become convinced that even the increased attention then being devoted 

to citizenship training in the schools was insufficient to meet the 

challenga. The activities of the Socialist Sunday Schools 

appeared particularly ominous because they directly involved school 

children, and made deliberate if' ineffectual attempts to neutralise 

the patriotic teachings of the public schools. In response Parr introduced 

re;gulatior..s v1hich made flag-saluting compulsory at all schools in the 

Dominlon. 

C ornpulsorJ flag-saluting reflected growing Government concern with 

teacher loyalty, and this concern was to grow far more acute as the year 

advanced, follo~~ng the revelation of' a number of' incidents in which 

children, apparently supported by teachers or parents, refused to comply 

with the new requirement. Such inciclents serv8d to encourage the 

suspicion the.t a small minority of teachers were prepared to condone if 

not si.;rport disloyalty, but it was the Weitzel case in June that proved 

to be the final straw. Weitzel' s attempts to sell subversive liter-

ature were serious enough, but she was also a training college student 

soon to be inf'luendng the ideals of children in her care. Her actions 

hif,hligln:cd the grim posfihility that within the ranks of' the teaching 

service, c.ther possibly disloyal jndividuals were actively seeking to 

s1..1Lv<=.rt t.h,: patr:1 ::itic influence of the schools. 
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Patriotic zeal was now focused squarely, not on the instruction 

of the young, but on the loyalty of teachers. In October 1921, following 

inconclusive inquiries into both Victoria University College and. the 

Wellington Training College, the Government introduced legislation 

making it compulsory for all teachers in the Dominion to sign an Oath 

of Allegiance before assuming their duties. When it became law in March 

1922, it constituted virtually the final step in a remarkable escalation 

process. Patriotic influence on the primary school was now different in 

both degree and kind from that which had characterised pre-war times. 

Far more effort was concentrated on the inculcation of patriotism through 

a wide range of teaching strategies inside and outside the classroom. 

Greater stress was placed on outward conformity. Obedience was considered 

necessary to mai.ntain the unity of society in the face of both external 

and internal threats. Patriotism its elf had become sensitive and angry, 

concerned not just with teaching by example, but with hitting back at the 

forces which appce..red during theee early post-war years to assail it from 

every Jirection. As a result, not only children, but teachers, education 

administrators, politicians and ultimately the public at lar13e were to be 

intimately affected. 

These shifts in emphasis were to also prove significant for the 

fortunes of school patriotism. Although the Oath of Allegimice was to 

remain on the statute books as an anachronistic symbol of an earlier 

period, patriotism both in the coir.munity and in the primary schools was 

to lose much of its earlier zeal. The seeds of its decline were sown 

throu.;h the very rapidity of its growth, for it had been generated in 

the r10thous0 of a traumatic war a.nd nourished during the early post-war 

yea::cs in conditions unlikely eve:::- to be rereated in New Zealand. 



As was the case with its rise1 a combination of political, social 

and educational factors brought about the diminishment of patriotic 
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zeal from the late 1920s. First, the fervour initially responsible for 

stiITn.1lating and then maintaining patriotism at a high level of activity 

began to wane. In the schools, patriotism was dependent both on teacher 

support a~d public fervour for success. These twin supports were 

rapidly lost following the switch in e!_nphasis from the inculcation of 

patriotism to the identification and rell'.oval of· teachers suspected of 

disloyalty. Whilst public opinion appears to have been generally 

sympathetic to increased patriotic activity in the schools, it was 

affronted by the Government's apparent determination to purge the 

teaching service of disloyal elements, regardless of the cost. In the 

press and in Parli9.Illent, loyalty oaths were condemned as w1~ustifiable, 

even in the context of what many regarded as threatening political and 

social p:c·oblems. The actions • of Parr in the cases of Bc:.rton, Purdie 

anQ Page on one hand, and in the Park 2.ffair on the other, served to 

accelerate these growing doubts. Widespread distaste for the extremes 

to which school patriotism had been taken were to be further aemonstrated 

by continuing hostility towards legislation aimed at strengthening 

administrative controls over teachers, even whe:h the primary :purpose of 

such legislation was in the interest of the teaching service, as was the 

case with the creation of a Teachers' Register. 

Second, as patriotic fervour began to wane, it was increasingly 

challenged ty new educational d0velopments. The introduction of progressive 

ideals initially ca.me through the education d.epartir.ents of lmi versi ty 

colleges and training colleges, but by 19.30 they were making a substantial 



impact in the primary schools. Tha growth of the progressive influence 

was to he.ve important consequences for patriotic instruction. Across 
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the curriculum the emphasis swung from citizenship instruction and patriotic 

teaching to the wider social and cultural objectives of education. 

Progressive. ideals were also :i.nstru:nental in fostering a more critical 

view of school patriotism, because progressives asserted the right of 

every child to an educatio!1. free of excessive national and patriotic 

bias. A number of progressives possessed strong left-wing sympathies, 

and alliance v1i th political radicals not only strengthened their distaste 

for patriotic instructio~, but also greatly increased their effectiveness 

in influencing future educational policy. 

Third, patriotic activity was overshadowed by the rise of inter­

nationalist and anti-war sentiment after 1929. As internationalism 

became stronger in New Zealand society; so patriotic activity in the 

schools came under increasing criticism. Cadet units, once the pride 

of their local co'Tlffiu.nities, came to be regad.ed in some al'eas with 

indifference nnd even hostility. Anzac Day became the subject of public 

controversy concerning its true purpose. Within the education system 

itself, teachers' organisations such as the Institute. and the Headmasters' 

Association pressed strongly for increased internationalist tea8hine; in 

the classroom. Even by the late 1920s, internationalism had become a sub­

sta..'ltial force in the primary schools. As a result the Education Departmr;;nt 

became rnore sympathetic to the inculcation of internationalist ideals. 

The 1929 Syllabu3 was a major landmark in this process. Considerable 

efforts were mg,c.e in the history section of the syllabus to balance the 

new .3entime::1ts with the older patriotic influences. At the sa."'Ile time 

activo sb-~ps weru taken to promote a greater awareness of League of 
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Nations activities among teachers and pupils, particularly through the 

Education Gazette and by the introduction of special radio broadcasts 

to schools. In the School Journal, internationalist articles pre­

domi~ated after 1929. While patriotism did not disappear from the 

School Journal, concepts of patriotism changed markedly, with the 

emphasis swinging to a quieter, more rational love of country rooted 

deeply in an appreciation of values and customs. 

As f'ar as the primary schools of New Zealand were concerned, the 

events of the 1920s were to be decisive. Despite the rapid deterior­

ation in the international situation during the 1930s, patriotism and 

internatj_onalism were not again destined to exchange their relative 

positions. Internationalist sentiment remained strong in the schools 

even after 1935, and growing pessimism over the possibilities of finding 

a peaceful solution to the world's political ills led not to cynicism 

in the schools, but to even stronger expressions of faith in human 

brotherhood. In contrast, patriotic activity never again assumed the 

predominant position in the education system it had once occupied for 

a relatively short period after 1918. Even during the darkest days 

of the Second World War the inculcation of patriotism was deliberately 

kept to a minimum, and the large-scale mobilisation of pupil opinion 

which had characterised the Great War did not take place. Instead the 

trend towards the wider social and cultural objectives of education 

noticeable from the later 1920s continued. at an increasing pace, event­

ually corning to dominate the primary school curriculum after 1945. 

2. ParaJ.lels in Australia and the United States 

New Zealand was notable in experiencing a dramatic upsurge in 

poU.ticaJ. fervour after 1918. W.h:ile the ir:1po.ct of patriotism in New 
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Zealand schools during the early post-war period had important parallels 

in both Australia and the United States, however, the political and 

social dissimilarities existing in each of those countries dictated a 

different pattern of events. In Australia, the rapid changeover of 

political administrations in several states tended to polarise and thus 

enflame the whole question of school patriotism and loyalty. Hyams aDd 

Bessant have noted two elements which vitally affected the teaching of 

patriotism in Australian schools; the Labour Party's belief that the 

teaming of international relations in schools under a Nationalist Govern­

ment was merely thinly disgaised militarist propaganda, and the National,~ 

Party's distrust of left-wing internationalist ideals in education. 1 

In 1919 the State Conference of the Victorian Labour Party added 

two new planks to its education platform. The first advocated that 

" •.. no articles relating to, or extolling wars, battles or heroes of 

the past [wai} to be printed in the State school papers or books". The 

second demanded that " ... peace and internationalism be :i.nci.;lcated in 

the minds of all children attending State schools11 • 
2 The N ational1sf f'cnf_y 

remained deeply suspicious of such recommendations and countered them 

with tangible expressions of loyalty to nation and Empire. In 1922, for 

instance, the N ationalisf ltrrfy Conference spontaneously rose and sang the 

National Anthem in support of a resolution proclaiming 11 ••• unfaltering 

belief in 'one King, one Empire, one flag' 11 • 3 

1. B.K. Hyams and B. Bessant, Schools for the Peop~e? lm introductiol} 
to the history of state education in Australis. (. C araberwell, Victorj_a: 
Longrn2.n, 1972), pp. 72-101 . 

2. Ibid., p.93. 

3. Ibid., p.112. 



Victoria's first Labour administration came to power in 1924 

determined to implement Labour Party policy regarding the teaching of 

internationalism in schools. Inevitably, this led to violent reactions 

from their political opponents and from electors. Similar 00currences 

in New So ,th Wales and in Western Australia led to rapid changes in 

administrations and hence in policy, with the state schools becoming a 

battleground. Such a situation found no real parallel in New Zeala'1.d, 

where a more stable political situation made for greater continuity in 

education decision making, and policy changes more faithfully reflected 

genuine shifts in public opinion. 

The appearance of loyalty oath legislation in the United States 

also provides some interesting similarities and differences compared 

with the introduction of the Oath of Allegia.n.ce in New Zealand. Before 

1917 loyalty oaths for teachers in the United States were virtually 

unknown but in the next two decades some twenty states introduced them 

to combat what was variously described as "socialism", "anarchism" and. 

11 communism". 4 While the influence of the Great War and the fear of 

militant socialism combined to give rise to such legislation roughly 

within the same period as its introduction in New Zealand, vast regional 

variations together with the extremely decentralised nature of education 

administration in the United States made for important differences. 

Fear of militant socialism was particularly strong in New York 

State, and as a result schools there experienced considerable haraasment. 

In Merch ~ 919, the New York State Legislature set up a special committee 

4. H.G. Good, A History of American Education, (N-ew Yo.ck: Macmillan, 
1962), pp. 509-511. 



to " ••• investigate the scope, tendencies and ramifications of .•. 

seditious activities and report the result of its investigations to the 

Legislature". 5 Labour Leaders, clergymen and teachers were among the 

principal victims of the Lusk Cowmittee's investigations, New York City 

becoming especially notorious for the zeal in which teachers suspected 

of having left-wing sympathies were sought out and removed from their 

positions. Among the numerous cases of teacher dismissals in 1919 was 

that of Benjamin Glassburg, a Brooklyn high scrool history teacher who 

was rash enough to claim that the Soviet regime had been unduly mali6ned 

in the United States. 6 

In April 1920, as a result of the Lusk Committee's reccmmendations, 

the New York State Legislature passed a number of tough new anti-subversion 

measures, including a total ban on Socialist Pe.rty membership, the 

creation of a special Bureau of Investigation to investigate subversion 

and the introduction of loyalty oaths for teachers. Taken as a whole 

these measures were far more comprehensive than anything passed by the 

New Zealand Government during this period. Even the loyalty oath::; which 

teachers ·were required to sign, were considerably more onerous tha>1 

loyalty oaths in New Zealand, because the actual implementation of the 

legislaticn was left to the local education authorities. As a result 

a number of school boards throughout the ste.te required teachers in their 

employ to retake the or,.th every month, and to make a declaration that 

they had neither encouraged nor had_ taken part in unpatriotic activities. 

Parr l1ad briefly considered such periodic oaths for New Zealand, but 

re jectecl then o.s unnecessa.ry and impracticable,, 

5, Murray, p, 98. 
6. Ibid., p.171. GlctssLerg' s Jewish buckgro·Lmd apparently :intensified 

demrmds for his d.::_scissal. 



As in Australia.,. rapid political changes in some American states 

led to radical switches in policy. The Governor of New York State, Alfred 

E. Smith, was able to veto the legislation recom:nended by the Lusk 

C ornmi ttee on the grounds that it struck a blow at " ... the fundamental 

right of the people to enjoy full liberty in the domain of idea and 

speech". 7 In 1921, however, Smith was defeated and the new Gover~10r 

Nathan L. Miller, permitted the legislation to become law. SoI!le three 

years later when Smith became Governor for a second term he again 

repealed the laws in question as being a violation of the spirit of the 

constitution. It was hardly surprising in the circumstances that ma.'1.y 

teachers kept a close eye on the politicians and scrupulously avoided 

introducing any controversial issues into the classroom. 

3. PatriS)~isin and Democrasz: 

In 1969 Sinclair suggested that slgns of undemocratic attitudes, 

especially the intolera"1ce of' minority opinions or conduct had occasionally 

appeared in New Zealand. 8 Although few would disagree with this statement 

a number of writers have since attempted to stress New Zealand's affinity 

during certain periods, with fascist or communist nations. Malone, writing 

about the School .;[~~:::.rl.§.1 prior to 1930, alleges that " a whole 

generation at least received a degree of ideological indoctrination which 

t b h t • .._. 1 f th .._ +al· t • • " 9 is supposed so f' ar o e c arac erJ..s .,J..C on y o _ e "o" J.. ar:i.an regJ..mes . 

Such a specific charge as this wari~a.nts serious consideration, especially 

if' directed at the years immediately following the Great War when patriotiso 

was so intense. Allegations of indoctrination also appear to be supported 

by the attitude of' the Labour Party at the time, which freq~1ently complainnd 

7. Ibid., p.2_?8. 

8. Sinclatr, pp.293-29~. 



at the preponderance of "nationalistic and jingoistic" material in the 

School J·ournal and in textbooks during the early 1920s. 

It soon becomes evident, however, that charges of indoctrination 

and allegations of affinities with totalitarian regimes cannot be 

substantiated. The individuals who made and implemented educational 

decisions during this period did not have the re sources available to 

indoctrinate children nor did they possess the single minded intentions 

of later fascist or comnunist administrators. The formal teaching of 

patriotism was greatly hampered by poor learning conditions in the 

schools. Many teachers were inadequately trained and a high proportion 

of' pupils suf'fered from ill health or excessive fatigue. While most 

instruction laboured under these drawbacks to some extent, the teaching 

of patriotism was hindered by more specific difficulties. Patriotic 

symbols and concepts were all too often beyond the understanding of 

children. In addition, history, civics and moral instruction, the usual 

subject medium for the inculcation of patriotism, were on1y optional fer 

the vital Standard Six proficiency examination, and therefore lacked the 

status of core subjects such as arithmetic and writing. Ma..>1.y teachers, 

especially those in rural areas, chose to neglect patriotisr!l in favour 

of subjects where successful instruction could bring them concrete 

rewards in terms of grading, promotion and reputation. 

Even if these difficulties c01rld have been surmounted, the attitudes 

of' administrators and teachers would probably have prevented indoctrin­

ation in any rea} sense from taking place. In considering evidence from 

the period, :Lt is necessary to avoid excessive reliEillce on the often 

sweeping accusations of Labour Pu,rty members. In 1920, for instance, 



Holland labelled t:i10se who sat on education committees as " ... the 

givers of flags ,qnd bunting", and as the harbingers of a Prussianised 

10 
school system. Seven years later, Fraser complained to the House 

that propos8d legislation giv·ing education boards the power to fine 

teachers for unspecified minor breaches of discipline meant that the 

country was " ... going to authorise pettifogging little penalties 

which [could] be utilised by all the little Bumbles on the education 

boards as an instrument of attack on the teachers" . 11 
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Such generalisation f'ailed to do justice to a number of outstm1ding 

education administrators who sat in Parlia~ent during the 1920s. R. 

McCallum, a member of the Wellington Education Board believed that the 

Go~ernment had been unf'air in its treatment of Weitzel, and unfair to 

12 
teachers in introducing loyalty oaths. The Chairman of the Nelson 

Education Board, W.H. McIntyre, thought loyalty oaths unnef.!essary and 

unwise. 13 S,G. Smith> a member of the Taranaki Education Board, claimed 

that loyalty oaths would prove to be a great imposition on the teaching 

service. 14 All three men subsequently resisted any f'urther attempts to 

ti(.ten administrative control over teachers, even when this involved 

the extension of eaucation boarct powers. 15 McIntyre and. McC allwn 

were Liberals and Smith, an Independent, but the actions of the Chairr:,a.vi 

of' the Wellington Education Board, T. Forsyth, afford a useful corrective 

to regarding all Ref!orm Party members as ultra-patriots, intent on 

enforcin6 their own views of loyalty on the primary schools. F o::-syth was 

to enter Parliament in 1925 as the Government Member for Wellington East 

yet he had considerable misgivinc;s over the direction in which patriotism 

appeared to be heading, and did not hesitate to defend Park publicly when 

10. I.£~.1:2, vol.189, 1)20, p,r58_3. 
11. NZ~D, vol.2j6, 1327, p.~33. 
12. NZEJD, vol.191, 192-1, p.971. 
13, Ibid., p.973. 
14. lbi~., ~.959. . . _ 
15. Esper;]i.:!lly in ·19?!1. cl~'la J_n 1921. See above, pp.173-175. 
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Parr accused her of disloyalty. 

Even Parr cannot strictly be considered an indoctrinator or a proto­

fascist, despite his earlier attempts to inculcate patriotism in the 

school and to seek out disloyal teachers in the name of patriotic duty. 

Parr was often insensitive and dictatorial, but he was also a man of 

forward vision. He had a deep faith in progressive education and his 

imperialism, while intensely strong, was to some extent moderated by an 

interest in the League of Nations. There is little doubt that Parr 

viewed teachers in a different light from other civil servants. He 

strongly believed that they had" ... reposed in them a confidence and 

trust peculiarly important and; indeed, sacred ... 11 , because of their 

responsibility for " •.. moulding the minds and the character of the 

children of New Zealand" . 16 Such phrases make it comparatively easy for 

the modern researcher to classify Parr as one of Fraser's "little Bumbles", 

and consequently to accept without question Malone's contention that after 

1918 the offieial view of education " ... came to resemble fascism more 

than liberalismn". 17 Against this it must be stressed that to Parr and 

many other New Zealar1ders during the early 1920s, the lessons of the 

Great War, the continuing arms race in the Pacific and the challenge of 

militant socialism appeared matters of considerable import for education, 

while the sobering examples of political socialisation provided by total­

itarian education systems which were to greatly influence thinking in the 

we stern world. after 194:i, were correspondingly less obvious. 18 

16. N~:Q, vol.191, 1921, p.934. 

17. Malo:12, p.20. 

18. '.rhe term "indoctrination11 , fo:".' instance, had not then assumed the 
invariably pr3jorative sense it has today. (See,Oxford EI2£_lisn 
Dict_i~'l~E.Z, 1933 ed.,s.v. "indoctrination11 • George Orwell's 0Jne_teci2 
EiJti.:ti:if~~r:, which embodied the cynicism of a generation farnilic1r with 
the regimes of Hitler and StalinJ was not published un.til ~ 949. 
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In addition, there is the danger of repeating the ~rror of the 

American educationalist, I.L. Kandel, who overemphasised the rigidity of 

the New Zealand education system, and as a result, discounted the lati­

tude it permitted for dissent. 19 Ingle's assertion that teachers play 

a desicive role in implementing education policy provides a useful 

counter1:ala~ce to this view. A number of teachers expressed doubts over 

the wisdom of co~pulsory flag-saluting in schools, and teachers' 

organisations strongly protested against the introduction of loyalty 

oath legislation. C ont"i.rn.Ed unease in the teaching service made the 

Government cautious about introducing further measures, and probably 

substai."1tially aided the development of progressive ideals and internation­

alist sentiment, both of which owed much to teacher support and 

involvement. 

Wnile events in the schools during the 1920s neither produced an 

indoctrinated generation, nor provided clear evidence of fascism, they did 

leave the education system and the Dominion with a perplexing dilemma. 

By the early 19303 much of the teaching service had embraced internat:Lonal­

ism, and the Institute itself had even come close to advocating pacifism. 

'fhe full implications of this conversion did not become obvious until 

the early years of the Second World War, when a number of tea:::hers either 

refused to joined the armed forces, or indicated publicly their reluctance 

to support the war effort. Although like Burton, Page and Purdie some two 

decades before, these individuals denied a.'1y disloyalty, their actions 

inevitably provo~rnd widespread public controversy. 

19. See especially, I.L. Kandel, J~res.sion of: Education in New Zea!and and; 
Inverted Snobb'_2E,L3jls! the Problem of Secondary Education in IJew Zea1a.nd, 
Wellington: HZCl;;R,i937. 



The internationalist for!lent which had begun in the 1920s had 

changed official attitudes considerably and generally precluded the 

reoccurence of the ill-treatment meted out to conscientious objectors 
I 

during the Great War. Nevertheless, the need to maintain national 

solidarity prevented either the ruling Labour Party or the Institute 

from offering then rm.1ch support, despite the fact that they had once 

assumed brcadly similar positions themselves. For the Government the 

question was one of balancing public indignation over the issue with 

both the private sensibilities of some of its members and the respons­

ibilities it faced as a wartime administration. Because a number of 

teachers dismissed as military defaulters or as conscientious objectors 

turned to the Institute for help, that organisation's problems were 

rendered as acute as those facing the Government. Reconciling the 

interests of the teaching service as a whole with the rights of indiv­

idual members seeking legal aid had never been an easy task, and the 

Institute' s efforts to grapple with this, the last of the unresolved 

problems of the late 1920s and early 1930s is well deserving of a 

separate study. 



APPENDIX. 1 

Regulations for the Organisation, Examination and Inspection 

of Public Schools and the Syllabus of Instruction, 1919. 

M.fu~ .Ai.lTJ SOCIETY 

N, History 

The course of instruction in history and c:i.v:i.cs may be based on or 
selected fro!Il the programme set out hereunder, but any suitable four-year 
course based on the periodic or on the concentric system, may be approved 
by the Inspector. In all cases schemes of' history must shown some definite 
purpose and should deal with a series or with a number or series of 
important events which are clearly related to one another. 'I'he history 
must not be taught from books in the first instance, but a suitable text­
book of history should be used by the pupils from which to revise and 
memorize what they have learned in class, and from which they may read 
sui'ficiently to fill in the general background of the special topics 
dealt with by the teacher. 

Ju..Y1ior Division - The topics used for lessons in oral expression 
should include interesting stories from myths, legends, biography, and 
history, The discussion of the work of postmen, policemen, and othe!.' 
officials or people rendering public or social service should be developed 
on the II spiral" principle. 

Middle Di vl sion - A series of the events in the history of Englanci up 
to the end of the Norman period as set out in Appendix N. 

Senior Division - Co!1tinuation of the line of study com:nenced in the 
Middle Division. The new material set out in Apper..dix N is taken from the 
period 1145 to the present time. 

0, Civics 

Middle Div:isioc1 - The earlier forms of law-courts and government, and 
the nature of' personal rights as revealed by the study of the period of 
history dealt with. Co:nparison should be made between the above and some 
of the common custo'.Tls e,f the Maoris. 

Senior Di,cision - Forms of educatio!1, general knowledge of' forms of 
local-·go;;rrnnent arid of the i'unctions of Parliacilent, together with a 
knowledge or the relations of the colonies to Great Britain. Courts and 
magistrates, electio"'.'1s, local and general taxation. 

P. Moral Instruction 

'J'hough set lessor-is will rarely be given the school scheme sho'..lld show 
a definite plan tlnt '.Vill bu kept in view by each teacher. As the trJ:hi.ng 
will 0cnerally be incidental the :!'.'ecord ot' any special topic dealt with 
s}iould bo entered in the vrnr~-b oo.k: after the matter has been di scv.ssed. 
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Junior Division - This should be made incidental to the discussion of 
some of the topics used in lessons in oral expression, and to incidents 
which arise in the ordinary course of school-work. Only the more elementary 
phases of character should be dealt with, such as kindness, politeness, con­
sideration for others, helpfulness, neatness, truthfulness, and obedience. 
Though the lessons themselves should not be formal, the teacher should 
have a definite plan in mind, and by example and incidental teaching should 
maintain a constant influence favourable to the development of refinement 
and good character. 

Middle Division - Though formal lessons need not, as a rule, be given, 
definite provision should be made by the teacher for lessons calculated to 
pro~ote habits of order and of neatness, cleanliness, care of property in 
and about the school, respect for public a"ld private propeTty, politeness, 
kindness; good ma~ers in the school, home, and the city; truthfulness, 
obedience, and attention to duty, and an appreciation of the value of 
mutual service. Lessons suggested by the study of history, by the general 
reading-matter dealt with, or by incidents in school-life in the class or 
playground, should also be included. 

Senior Division - Numerous opportunities may be taken for the giving 
of moral instruction during the lessons on history and civics, as well as 
from reading-lesso!ls and even from lessons on nature-study a."ld geography, 
together with lessuns on th8 employment of leis;ire, the selection of occu­
patio!ls, the use of money, duty to parents, to the school, and to the State. 
Good manners, habitual politeness, respect for others and for proper 
authority, self-control, truthfulness, honesty and generosity should be 
developed by the exercise of' the qualities that go to make up the general 
atmosphere of' the school, both in the class-room and in the playground. 
The teacher's personal influence and example will be by far the strongest 
factor in the development of character in the pupils. 

Appendix N 
1 

History 

The study of history is comparatively valueless unless it is dealt with 
in such a way as to show the relation of cause and effect in the affairs of 
human life, especially in their broader national aspects. Further, it will 
have little real value or interest unless some clear relation is establisned 
between the events of the past and the life of the present. It should also 
furnish pupils with noble ideals of life and character upm which they may 
model their o,vn particularly with regard t·o. their duties as citizens. The 
teacher will therefore need to read widely and thoughtfully far beyond tbe 
range of the events dealt with in mere text-books. He must develop an 
ability to realize v:.ivia.ly and to describe graphically broad movemeEts in 
national life, ond be a:ble to establish relations between these movements, 
a.:c1d between them and t:iie spirituo.l ideals and life of the people. Althoti.c:;h 
he will not present to the pupils the complete resul-!:;s of his study of 
history or the philosophy of life as he himsDlf sees it, the tec.1.dwr must 
ncvertlielcss have a conception of history beyond a knowledge of events. Suc:1 
a knowledge in nec0ssary if ho ir, to draw up a scnerne of history thro·.1gh 
which in the limited t-i!J1e at his disposal he may e;ive the child.ran a v:i.s:.1.0·~1 
in true per.::;pective of the life of the people of which they form a po.rt, and 

1. In the original, the appendices preceded the prescr:ipt.i.ve section of' the:~ 
Syllo.'::rns. The order is reversed here in the interests of clarity and of 
cont in u~ ty. 



of the possiblE: future towards which they should strive. In the lower 
classes the teaching of history would consist chiefly of the presentation 
of intersting narratives, which will subsequently form part of the basis 
of the general school scheme, but which will in the meantime aim at 
developing in the child a~ove of truth, justice, and devotion to duty. 

History Scheme 

A scheme is herein outlined in accordance with the principles set 
out above, but any modification of it or substitution for it may be 
approved by the Inspector. It is not expected that all the topics 
mentioned below could be embodied in one scheme, but material for a 
suitable scheme may be selected therefrom. Neither is it expected that 
pupils will fully grasp the co!Ilplete conception embodied in the scheme. 
Nevertheless, the teacher should have such a conception before his mind 
and Phould endeavour as far as possible to enable his pupils to grasp it. 

General Plan 

1. The chief aim is to explain the present position of the British 
nation by studying the races from which it originally arose, their chief 
characteristics, and their social, military, industrial, and constitution­
al condition; how they were related to each other, their early antagonism 
and final blending (Pla0tagenet Period); how the nation fou.~d itself 
(Tudor Period); the growth of national freedom, confidence, a_-.,_d power 
(Stuart Period); the development of democratic government, of industrial 
and colonial expansion, ar.d the unification of the Empire (Hanoverian 
Period); relation of Ireland, Wales, and Scotland to Britain. 

2. Britain's successive rivals for Empire - Spain, Holland, France, 
Germany. The relative fitness of these nations for empire--building. 

General Method 

In the lower classes, and even in the Preparatory Division, historical 
events, narratives, and personages should be used as part of the ground­
work for subsequent lessons on the above. Comments, if any, should be very 
general in the lower classes, but more specific in the upper part of the 
school, whore the previous work will be revised so as to develop the mai11 
idea. Each teacher will need to lmow the whole scheme in order to teach 
his part. E:nphasis should be laid only on those events and persons that 
will illustrate the main scheme of lessons, but it will be found that most 
of the really import&~t portions of the history of our nation may be 
connected with the 2cherne outlined. The general background of history not 
emphasized in the scheme should be filled in by reading a history-~>ook 
with very little comment. 

Suitable History Readers - As distinct from readers, there should be 
:i.n the poss':.lssion of' 8ach family represented in StaEda,rds N, V, and VI 
at least one copy of a simple text-book. 'l'he use of any .:mi table book 
brought by the pupil shoul:l be perrni tted. The oral 1essonn i!1 school 
should be devoted to the presentation of the lessons, to discussion, 
explanation, and dedu.ctioe. The rnem~rizing of the facts d.ealt with should 
be dor:.e by the pupj ls themselves at home from their text-books, so that 
sc.hooJ--tirnc is not vmsted by repeating the facts in lesson after lesson 
u 11t:i_1 th8y are remembered. 
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Middle Division (Two Years.) 

1. The Celtic Element - Ancient Britons: Manner of living, homes, 
food, clothing, fighting, hunting, tribal rule, making comparison with 
the Maori race of a hundred years ago. Character fiery, impulsive, poetic, 
brave, and religious. Illustrate by reference to King Arthur and his knights, 
Boadicea, Caractacus. (Compare later on with the Highlanders, Irish, Welsh, 
Cornish, and French people of today.) 

(Note - Make a vertical time-scale with alternate dark and light 
sections about 1 ft. long, each representing a century ( the lifetime of' 
a very old man). The scale may have to be made in two sections. Even 
before it is systematically filled in there might be written opposite the 
space left for some of the centuries any outstanding events in which the 
children will be interested - the discovery of New Zealand, the invention 
of the steam-engine, and the name of any historic event or personage 
mentioned in connection with the general reading of the class. Rule a red 
line to show the division of time B.C. and A.D. Opposite the proper· 
century division B.C. print the names of the Celtic personages just 
referred -co.) 

2. The Romans (a) Character, civilization, conquest, and colon­
ization. (b) Julius Caesar and the extension of the Roman Empire over 
Europe. ( c) Caesar's vm:r; and the invasion and conquest of Britain and 
the reista.'1ce of the Celts. (d) The nature of the conquest. 'l'he work of 
the Ro~ans. (e) Decay of the Roman Empire. Departure of the Romans. The 
gain to Britain from the Roman occupation. 

3. The Anf".lo-Saxons ( a) The cordng of the Vikings - their origin, 
(related races in Nor-Nay, Sweden, Denmark, Holland, Germ2ny), character, 
tribal law, and customs; state of civilization; religion, love of the sea; 
love of freedom; value placed on manhood. Compare with the Celts. (o) The 
early raids of the Anglo-SaxoYis and their settlement in England; a.re a of 
settlement; e s-cablishment and combination of kingdoms; int rod.uctio.:1. of 
Christianity and consequent changes. ( c) Great Saxons such as Egbert, 
Alfred the Great, the Venerable Bede, Harold., He reward the Wake. 

4. Pro~r~ss - (a) Give the pupils some idea o~ the life in Saxon 
England in the ninth century, dealing with clothing, food, weapons, 
implements, buildings, industries, farming, social customs, amusements, 
law-courts, the Church and language. (b) A few sentences in Ar1glo-Saxon, 
middle English, and modern English, taken from Sweat's "Anglo-Saxon Primer," 
would, if w:dtten on the board, give an idea of the continuity of, as well 
as the changes in, our English speech. 

5. The N or11a.ns - ( a) Their Anglo-Saxon origin. Settlement in northern 
FTar1c9. °[b)Ed'Nard the Confessor, Harold, and William Dux:e of Normandy. 
(c) Co:npare the Nor•i1&'1swith the English at this time: the former more 
civilized, refined, and educated, with better organization of law, industry, 
and relir,ion, due to Ro:n3..i."l and European influence. ( d) Tne Norman Con quest. 
'.l'he f'oudal s,ystem as on attempt to make England one by legisJ.ation. ( e) 
Show how Celts, i~Eglish, Danes, and Normans in Great Britain ,vare separated 
and often hostile. (f) Revise by summing up the results o:f' the Celtic 
occupation, the RomaJ.1 i~1vasion, the Anglo-Sa.xon, D&'1ish, and Norrn::i.n invacion.:;, 
m1d trae;e the advance made by Britain between 55 B.C. e.nd A.D. 1-111.5. 



Senior Division (Two Years.) 

Standard V teachers should be thoroughly familiar with the matter 
covered and the plan followed in the study of h:.i..story in the MiJdle 
Division. Revision of' thi,s work should be made chiefly by reference to 
the former lessons during the discussion of the new matter. At the same 
time the ideas formed by the pupils in conacction with the work of' the 
Middle Division should be made fuller and clearer. 
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1. General - For the work covered by the Plantagenet Period, the main 
or central idea is the union of the Celtic, Saxon, Danish and Norman 
elements through the Crusades, the tyranny of kings, war, progress in sclf­
goverumcnt and in civilization. This internal union was assisted by 
opposition to politic al, national,_ or religious influences from outside 
England. This unity, freedom, development of conrnerce and of civilization, 
with the prestige qttained among the nations, produce a strong national 
spirit. 

2. Unification_of Races - ( a) Feudal system. William I attempted 
thus to create unity, but the system weakened under Henry I, Stephen, and 
Henry II. Henry III and John attempted to -r-egajn. feudal power. The signing 
of' Magna Charta and the establishme:it of Montfor:l' s Parliament reversed. 
feudal order, which provided that power should work from the king downwards, 
while under the new system it shoul::I. operate from the people upw&.rds. In 
this connection the industrial movement, il l.ustrated by Wat Tyler's 
rebel lion a..>1d the movement for religious freedom by the Lollards, might be 
noted. (b) England becor1es more closely linked with Europe through its 
No:!'.'!Ilan possessions, through the territories ruled by Henry II, as well as 
by the CrusaQes, the extension of commerce, and the HW1dred Years! War. 
The details of the war need not be dealt with. 

3. Facto-rs in the Unification of Endand - ( a) The Crusades against 
the Turks, i;::;ol;ing cor:1bination of English soldiers arid leaders, an 
unusual arr.ount of travelling through foreign countries, and intercourse 
with other n:1.tions. (b) Despotic or inefficient rulers - e.g. Stephen, 
John, Henry III, Edward II, Richard II. Note the common causes of grievance 
on the part of the people. (c) Notice s~ecially opposition to foreign 
influences, .sn opposition ·Nhich tended to unite the various races settled 
in England on a common basis of' resitance to external interference. (d) 
The No-rrnans :Ln France soon came to be regarded as foreieners by anglicized 
Norman as wel 1 as by the Engl i.sh. Note the patriotic attitude of Montford 
and De Burgh. Help repeatedly given by the French to England's enemies. 
( e) Deal simply also with the temporary supplanting of the English laneu.age 
by N ormr:m-F r:.:)nch in the C onrt and in of'f:i.cial and higher circles, a."'ld the 
ul t:i.mate assertion of the English language. ( f) the Hundred Years' War 
w1der Ea.Nard III, Henr:,r IV, Henry V, Henry VI, and the BJ.ack Pr·lnce. The 
great victories gained established English prestie;e, created national 
spirit and confidence, and further severed the Anglo-:No:,:'mans from Fra.nce. 
( e;) Ireland, 'Nales, and Scotland; Celtic cow1tries at enmity with England. 
Attempts at conquest did not unify these peoples. 

4. Pro?:ress - Note the prof'.ress made between 1066 and 1485 in connection 
with cultiv'.ition, industries, commerce, shipping, hou::.ing, clothing, means 
of communication, personal and religious liberty, social conditions, aYJd 
c:Lvilizo.t:ion generally. 
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5. Tudor Period - ( a.) Central idea that England had, by 1485, become 
a united n=1.tion, confident in itself on account of its European victories, 
comparatively free from oppression by despotic rulers, and organized 
internally by the establishment of Parliar:nent. (b) Fortunately for England, 
this was also the time of ,the world' s most remarkable expansion in connect­
ion with geographical discoveries, the revival of learning, and the 
spiritual ch311ges resulting fror:i. the Reforma:tion. ( c) England was probably, 
of all the nations in Europe, the best prepared to benefit from this world 
expansion. ( d) From the study of the events of the period show that England 
was further aided by a long period of peace, by the unusual capacity, 
wisdor.1, and patriotism of the Tudor rulers, and by the gradual develop!!lent 
of popular government, which was not opposed butwas often fostered by the 
sovereigns themselves. 

6. Henry YII - (a) The unusual extent of his power due to his 
personal qualities, to the desire for peaceful reconstruction ai'ter the 
long wars of the Roses, and to his good work in connection with the navy, 
education, law, economy, peace, geographical discovery, and the extension 
of cor.1JI1erce. Study of topics relating to the above. (b) From these 
estimate his character and his peculiar fitness to lead the new spirit of 
England. 

7. HenE,Y VIII - (a) The extent of his power. Reasons why greater power 
was permitted to him than to King John. (b) Review the growth of a desire 
for religious independence, noting the following: Anselm, Becket, King 
John, the Lollards, Wickliffe, the Refor!Ila.tion. 

8. Queen Mar_,Y, - Englis}1 hatred of foreign Spa."'1ish influence. 

9. Queen Elizabeth - ( a) Her struggle against Spain. ( b) C Or'.lparison 
between Spanish a""ld English colonization. ( c) The reaons for Elizabeth's 
power and popularity: her peace policy; readiness to make concessions to 
~er people; her Englis.ri spirit and ;vise choicP- of counsellors; her love 
for England; her personal qualities. (d) The lives of some of the great 
men of this reign, the number and eminence of' whom indicate the vigour 
and spirit of the times. Review the reign of Elizabeth and estimate its 
importance. 

10. Gro':Jth of Sea-po~~ - ( a) Henry VII gave scope to the adventurous 
Vikine; spirit of the English. (b) Foundation of the navy. Columbus; Cabot; 
Haw~dns; Dra'-ce; Frobisher; Oxenham; Davis; Gilbert; Walter Raleigh; 
Richard Grenville. ( c) C om'Jlerce extended through chartered companies. 
(d) Conflict with Spain, and the growing power of the English navy. (e) 
The defeat of the Armada established England's sea supremacy, and gave 
the same confidence on the sea as the Hundred Years' War had given on 
land. 

~ ·l. Ireland - ( a) Very briefly review the history of Ireland from the 
time of Henry -IT, noting the rnis·mle by Joh,11. and the spasmodic and ill­
mana00d attempts at control up to the time of Henry VIT. ( b) This inter­
mittent control weakened English influence and inflamed race-hatred. (c) 
Henry VII and Elizabeth, the two most capable Tudor sovereigns, subdued 
and controlled most of Ireland. 

12. Malm a summary of tho progress :naa.e during the 'I'udoc::• Period, 
especially under the headings 11 Groy:th of National Conscio:1sr.0ss .:.u1d Strei1/th11 , 

"the Reformation," :i .sea-powe:::-," "Coloniz1-ttion, 11 "Commerce. 11 



St and ard VI. 

1. Stuart Period - The main idea will be the struggle for a free 
Parliamcntagainst ;;vereigns claiming to rule by Divine right. 
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2. I_~~_f - ( a) Compare his rule with Elizabeth's in rt,lation to 
religious liberty, choice .of counsellors, ideas of Divine right, intol­
erance, and sympathy with and understanding of the people. (b) Estimate 
the extent of irritation a"'l.d discontent thus naturally aroused. (c) The 
Puritans. The Pilgrim Fathers. ( d) Troubles connected with taxation; 
the kint:' s defiance of Parliament. French and Spanish influence. 

3. Ch~rles I - ( a) Conflicts between the king and the Parliament. 
(b) Struggle for personal and parliamentary liberty; for freedom from 
irresponsible consellors; from foreign influences in State and Church. 
(c) The Petition of Right and the Grand Remonstrance. (d) The Civil War. 
The details of the war need not be memorized, but the main issues at 
stake a.."'1.d its final results should be clearly known. (e) In relation to 
the above study the life and cha.racer of Charles I, Buck:i_ngham, Strafford, 
Laud, Weston, Hampden, Pym, and Cromwell. (f) Reasons for the execution 
of the king a,..,_d thg establishment of a commonwealth. 

4. Cromwell - ( a) Supercession of Parliament by personal rule, a."'1.d 
the results of this system of government. (b) A general summary of 
Cromwell's life arid character, with an explanation of the nation's 
tolerance of his dictatorship. 

5. The Restorat:i_on arid its causes. Contrast Puritanism and Cavalier 
influences and tendencies. 

6. Charles II - His reopening of the quarrel throueh his foreign 
leanings; his co:1.tempt for Parliament and the Puri tans; his double dealing 
and his personal character. 

/. J~mes IT - (a) His continuance of the policy of Charles II. (b) 
The Revolution. Review the significar'lce of Magna Charta, the Petition of 
Right, the Grand Remonstrance, and the Declar=1.tion of Rights, as the basis 
of the new relationship between king, Parliament, 2nd people, as established 
by the revolution. ( c) Note the almost bloodless character of the revolution 
in England as compared with the trou::ile in Scotland and Ireland. ( d) 
Sul!'marize the results of this struggle for freedom, not:Lng that the more it 
was checked. the stronger it became and the more rapid was its progress. 
( e) M=1.tter that has o-::.ly conventional value bec3llse it has a place in the 
books or becaus,3 it has hitherto been regarded as a necessary pa.rt of 
historical information should not be emphasized. Cn the other h,md the 
essential facts connected with the topics studied should be carefully and 
thorou6hly memorized from a suitable text-book after the topics have been 
clearly w1clerstood through discussion and expla.riation in the classroom. 

Frorr. 1688 to the Pres,.:;;:-it Time - Chief topics: 1. Development of 
Cabinet and a;~;;fic govern:r12nt. Parlia'llentary reform. Growth of free 
institutions. Toleration in religion. 

2. Union with Scotland and Ireland. 

3. Study of' the cciuses &'1.d the nature of the Frencb Revolution a,'3 
compared with the English Revolution of 1688. Refe:c al so to the Russian 
Revolution of 1917. 

4. Colonial expansi.cn. Colo11i~;a.tion in AmP-rica, and Americ3n Wc1.r of 
Independence. Conflict~ with rival Fowr3rs. Brief' hit', tor_y of coloni,;ation 
iri India, Ci=mada, South Africa, Australia, r:md New Zealand. 
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5. The life ar1d character of a few of the great statesmen, inventors, 
explorers, and writers who have influenced the life of the nation in 
modern times. 

6. Britain as the protector of native countries, and as the opponent 
of aggresi ve military powei:,s - e.g. the French under Napoleon, the 
Russians in 1853, and the Germans in 1914. 

7. Summary of the causes of Britain's greatness, the sources of her 
present strength, her place in the world, her future destiny, the 
qualities required in her people to realize that destiny. 

Appendices O and P. - Moral Instruction. 

The following programme is based on the course of moral instruction 
that has been successfully carried on in the schools of Manitoba:-

Preparatory Division 

1. Manners. Personal tidiness. Behaviour in class-room and play­
grou.nd. Greetings at home and at school. Care of furniture, books,.and 
other property. Punctuality and obedience. 

2. Kin:iness to parents, elder3 an.d teac11ers; to other children in 
the home, school, and street; to domesticated animals. 

3. Fairness. Consideration for others, Unselfishness. 

Junior and Middle Divisions 

Moral Instruction 

1. Manners in eating and drinking. Politeness. Behaviour on the 
street. Modesty and patience. 

2. Kindness to playmates; to the aged; to the less fortunate - e.g. 
the weak, cripples> stammerers, and imbeciles. 

3. Truthfulness in speech. K8eping promises and confidences. Exact­
ness. Avoidance of exaggeration in speech or in manner. The avoidm1ce of 
affectation. 

4. Hones-!;y in work.Restoration of lost property. Preserving and 
protecting property. 

5. C ourabe. Endurance of little pains and di scorn.forts. F acir..g bad 
weather or other discomforts in the performance of duty. Manliness. 
Avoida."1ce of tale-bearing. Following good exarnples and resisting bad 
examples. Confessing faults. 

G. Self-control in food. Preference for plain a.'1d wholesone fare. 
Avoidance of selfishness, peevishness, obstinacy, sulkiness, teIT.:per, 
quarrellinc. The avoidance of rudeness and hastiness in speech. 



Civics 

7. Knowledge and observance of local laws and customs. Rule of the 
road. Common city by-laws relating to the lighting of fires, disposal 
of rubbish, care of public' gardens. The authority of caretakers, police­
men and other officials. 

Senior Division 

Moral Instruction 

1. Manners. Refinement of language. Behavicur in public places. 
Courtesy. 

2. Kindness. Personal help to those in need. Making others happy. 
Kindness to animals. 

3. Obedience in spirit as well as in letter. Respect for rules and 
regulations~ 

4. Truthfulness. Avoidance of prevarication or withholding part of 
the truth; of deception through manner or gestures. Importance of fra.~k­
ness. 

5. Order. The value of system, punctuality, and promptness. 

6. Courage. Importa.~ce of courage. The avoidance of bravado, boasting, 
or bullying. 

7. Moral courage. Heroic deeds done in the service of mankind. The 
heroism of common life. 

8. Industry. Helping in the home a.~d in the schcol. Pride in 
thorough work. The dignity of all honest labour, especially manual labour. 
The use of· leisure time. 



APPENDIX 2 

T. B. Stro::-w. The Inculcation of Patriotism, 1921. 

"In order that reco:1.str"..iction may result in a continuous 
evolution towards the ideal state, it is essential to 
spiri tualize education so that children may be empowered 
to give the best that is in them to their count~y. In 
order that the League of Nations may be bound together 
more effGctively than by treaties, it is essential to 
cultivate deliberately in the schools a spirit of 
international good will." -- ( Dr Hayward). 

257 

At a time when the foundations of society are 'being undermined by 
doctrines formulated by extremists who appear to think the way to 
salvation lies through blood and fire and not through constitutional 
action it js but to be expected that we shall be asked what the schools 
are doing to foster love of country and devotion to duty. The recently 
gazetted regulation requiring that the Flag shall be saluted regularly and 
the National Anthem sung is a counterblast to the openly expressed. disloy­
alty that would if it could, tear the Empire asunder and wreck social 
peace. 

We are proud to know that loyalty of our teachers has not been 
called in question, and what more convincing proof' of their devotion could 
there be tha.'l that written in blood on the battlefields of Europe and the 
East~ The inculcation of patriotism is in good hands, and we are quite 
convinced that men and women who know, directly or indirectly, the horro!'S 
of war - and who has not? - are not at all likely in thei!' teaching to 
glorify the rule of the sword. The arbitrament of war means the plunging 
of millions into misery and sorrow. War is anti-social; war is essentially 
atavistic - born of savagery and hatred. Every high-minded ma'l. and woman, 
every enlightened nation in the civilized world today, desires war to 
cease and to be made impossible. To this end we should teach. At. the same 
time vm cannot ignore the world forces that ar0 at work around us; it 
would be suic.ioal - criminal - to ignore what is happening on the other 
side of the fence. So long as the safety of our hearths a-.,d homes is 
thr·eatened by the onslaught of savagery, so long must we p!'epare ourselves 
to defe:1d our loved ones. This, then, is the stand we think ought to be 
taken in the schools: a war of defence is justifiable, a --nar of aggression 
unjustifiable. That there have been wars of the latter kind undertaken hy 
England it would be futile to deny. No attempt should be made by the 
teacher either to excuse or to glorify them. England did this or th':l.t, 
but England still - our Motherland, who has sinned and blundered,"i will sin 
and blunder a.gain, but yet bound to us by the strongest tho1_1gh most slender 
ties of sympathy and love. Higher ground than this we ca.imot take: that 
we live not unto O'J.rselves alone, but to help every kindred and tongue to 
fight the battle of the weak and curb the tyranny of the s'trong. Nor is 
this, -the ultimate goal of our teaching, inco:1.sistent with our conviction 
that our first cluty is to our own people. The more remote the object, the 
more difficult it is for children to regard it with real affection. It is 
easy for children to understand love for home, and love for and pride in 
the ccm'l'lunity or district in which they live. It is harder, but ~,till 
within the ra:1.ge of their pcwer, to feel true love for their cow1try. To 
endeavour to exter..d this love beyond the bounds of the Er:ipiru is wo:ctr.y-
of all praise~. but impracticable tntil the love that begins a.t ho;r.e is 
fir;nly impi.a:1ted. Ac weJ l expect to pick the fruit bef'o::ce tl1e flow8r rws 
shovm itself, 
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Teachers will readily perceive that the principle we have enunciated 
is an old ~stablished principle in all teaching. In more familiar guise 
it reads, "Proceed from the concrete to the abstract, from the simple to 
the more difficult, f:com the known to the tmknown, fro'.Tl the near at hand 
to the far distant." This basic principle must condition the methods we 
employ in the inculcation of patriotism.. Our teaching must be vivid, not 
obscure; emotional not cold; concrete, not abstract; concentrated, not 
diffuse or unrelated to its object. What higher aim can schools have than 
to implant in the minds of boys and girls those principles that will lead 
them to beco~e worthy citizens of a great Empire~ A.~d the teacher 
possesses, to a high degree, the power to do this; it is, in fact, not 
too much to say that the moulding of the nation is largely in the hands 
of the teachers. Benjamin Kidd, in h;i s fascinating book, "I'he Science of 
Power," says: "The effect of the conceptions of mind conveyed to the 
young by training and e:{ample under the influence of the emotion of the 
ideal is absolutely ineradicable. It gives a penianent direction to 
character which can never be altered. It creates in the individual a 
capacity to sacrifice in the service of those ideals which rises above 
self-interest, and which is entirely independent of the reasoning faculty 
of the human mind. In recent times the control of this limitless power 
through the direction of the emotion of the ideal in the young has beei1. 
seen directed jn its most characteristic forms to national ends. It has 
given in this connection the astonishing examples of sacrifice wnich may 
have been witnessed in the great world war that began in 1914". The power 
of the schools to mould the minds of children has lo:'1g been recognized. 
The German Emperor, William II, and his Minister of ~ducation deliber­
ately used the schools to build up the bul-1vark of German militarism. 
Every social reformer seeks to use the schools for his promulgation of 
his doctrines. Such, then, being the importance of the part played by the 
schools in the formation of a nation's ideals, it behoves us to consider 
most carefully the emotional influences that are to be brought to bear on 
the children. It is scarcely necessary to say that the idealization of w~ 
should form no part of the teaching. War is horrible; but that it is, in 
the present state of international morality, a necessity in the defence of 
home-land and in the vindication of the rights of the weak no one can 
deny. The supreme sacrifice is that· one shall lay down his life for his 
friends: this is the highest expression of devotion to country and to duty. 
Children are much more easily moved by the ennobline1: emotions than are 
a1J.ults, and, provided the teacher himself possessrJs high ide'3.s, he will 
find no dif"'i culty in implanting them in the mind::: of his pupils. The 
child mind is most pla8tic; the boy imitates his master, the girl her 
mistress, and it is scarcely too much to say that as are the teachers so 
is the nation. Mr Bateson, in his "Biological lt'act and the Structure of 
Society," states in effect that the altruistic emotions which give that 
capacity for sacrifice upon which ci vi 1.ization is fotmded are most highly 
developed in the yotmg, and that these emotions tend to disappear as 
middle a!se approaches. Professor Stanley Hall so..,vs that the normal child 
feels the herc,is;n of the unaccountable instinct of self-sacrifice at a 
very early age. Benjamin Kidd, already quoted, further emphasizes the point 
by saying., "The extraordinary intensity of the emotion of the ideal in the 
mind of the child, and the part this faculty plays in producing that 
cA.1)acitv for sacrifice upon which ciYilization rests, must always be kept 
.• ~ v• <"\'.~ II 
:i..n i_. '• 



The considerations set out ·in the preceding paragraphs will 
determine the course of action to be taken in the schools with respect 
to the inculcation of patriotism and the allied virtues. Dry-as-dust 
lectures under the guise of "lessons in civics" will be of no avail. 
On the other hand, Ill.erely declamation and flag-waving will be equally 
ineffective. Ceremonial will, however, play an important part in the 
teaching. To this Dr Hayward, in hin "Spiritual Foundations of 
Reconstruction," refers when he says, "What is desired is that great 
moral ideas shall not be 'mere ideas' - cold, verbal, isolated - but 
come into the mind with a certain momentum or background, with a 
certain massiveness or atmosphere." And again: "Both 'Empire Day' 
and 'St. David's Day' bear witness to the fact that previous to their 
introduction the idea of patriotism had been inadequately or unimpress­
ively set before the growing citizens i..D both the denominational and 
undemoninational schools. These same two celebrations brush aside, 
moreover, the curious pleadings in favour of 'indirect methods' which 
for years have blocked the way to moral a..'1d civic education." Simple 
ceremonies of the kind above referred to are already held :in a.number 
of schools. The following, which perhaps appears to be somewhat too 
elaborate, is held at morning assembly in a school-hall the walls of 
which are decorated with pictures, ba~ners, and coats-of-arms approp­
riate to the different parts of the Empire. The pupils in this environ­
ment feel the significance of the ceremony they take part in. The Flag is 
but a symbol of the great family to the service of which the children 
pledge themselves, a..'1d the King the focussing-point for the affection and 
love of the widely scattered peoples of the Empire. 

ASSEMBLY PROGRA",1ME 

BOY'S VOICE ( pupil facing the picture of King George and saluting): 
"Our King inspires loyalty and devotion to our country and its laws 
because he rules by the consent of the people. God save the King!" 

NATIONAL .At"JTIIB'M ( sung by all). 

BOY'S VOICE: "I'he Great War proved that thousands of New Zealanders 
thought our beautiful country worthy dying for. Like them, we pledge 
outselves to live and, if necessary, die for our country and for our 
comrades throughout the Empire." 

CHILDREN'S PLEDGE: 
"Land of' our birth, our faith, our pride, 
For whose d8ar sa.lrn our fathers died, 
O Motherland~ we pledge to thee 
Head, heart, and hm1d in the years to be." 

GHILDIIBN' S SONG: "Sons of' the Motherland." 

CHILD'S VOICE: "As we hope to grow into citizens good and true, we every 
day declare what we are willing to underta.1{:e for the sake o±' God, 
our neighbours, and ourselves." 

CHILDR1.:N' S DECLAR.ATION: 
"I love God and my country: 
I honour thn r~u16 ( S2ch,te by teachers and pupils); 
I will honour th:! 1-Cin g, 
And always obey ny pa:".'ents, _ 
My teach'crs, o,,:i the Jaws ot' the land." 



CHORUS: "Land of Hope and Glory." 

GIRL'S VOICE: 
"Kind hearts are more than coronets, 
And simple f'ai th than Norman blood. 
Let us live to love and help one another. II 

CHILDREN Is HYMN: 
"Father in Heaven who love st all, 
0 help Thy children when they call, 
That they may build from age to age 
An undefiled heritage. 
Teach us to rule ourselves alway, 
Con trolled and cleanly night and day, 
That we may bring if need arise 
No maimed or worthless sacrifice." 

(NOTE ON ABOVE: The voices are changed once a fortnight, and the lines 
once a quarter. The school is drawn up in lines f'acing the New Zealand 
Flag, which is stretched on the wall over a large photograph of the 
King. From time to time the Headmaster ref'ers to the other parts of' the 
Empire, which are symbolically represented on different parts of the 
walls of' the assembly hall). 

Every teacher in charge of' a school ought to devise a simple 
ceremony of some kind. It should never be allowed to beco~e an empty 
f'ormali ty, and so should be varied from time to time to renew the 
children's interest a.na throw f'resh light on the central theme. The 
f'ollowing method of varying the ceremony is offered as a suggestion to 
teachers: -

( 1) Short weekly ceremonies beginning either with suitable 
introductory remarks by the teacher or with a recitation by one 
of' the pupils, or a song by all, followed by the saluting of the 
Flag and the singing of the National Anthem. At times the 
cerem my could be varied by the reading of a suitable prose 
passage, by the telling of a short story, or by giving a short 
talk about so:ne picture or pictures of a patriotic character. 

(2) Once a month the ceremony might be longer and of a more 
elaborate character. 

( 3) Instead of either ( 1) or ( 2) above there might occasionally 
be substituted ceremonial associated with or arising out o~ some 
lesson in history, geography, or reading. The history lessons 
are, of course, rich in suggestions of the kind, and many of the 
lives of Great men make a strong appeal to the emotions of the 
children. A reading lesson such as "The Story of' Jack Cornwall" 
can bo ,1uite easily turned to the purpose we have in view. 
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The insr:i r2:tion will, of cour~;e, depend very larc;ely on the teacher's 
own feeling in i,he matter. If' the emotional depths of his soul a::·e never 
stirred by love of country ar:d by admiration for the achievements of the 
race, f'or its struggle throue:;h darl'J18SS to light, for the heroes who hnve 
through th"-' ages played t-;heir part in building up the civil:i zation for the 



benefits of which we enjoy - if neither lesson nor ceremonial has 
anything in it of patriotic fervours, it is not likely the children 
will catch any inspiration from the theme or feel any glow in their 
hearts. In a letter to Dr Hayward anent his proposal to make a wider 
use of school celE:brationsi Sir E. Ray Lmikester thus refers to this 
point: 11 It is, I hold, only by emotional appeal that the moral law 
which is our heritage from thousands of generations of bygone men can 
be handed on and implanted in the yourh of today. It is necessary that 
this emotional appeal should be deliberately and systematicnlly made -
it is made often well and wisely, but often foolishly or not at all -
in every frunily, in every custom, tradition, song, and game where the 
young are concerned. The teachers of religions are more or less 
concerned with it. But it is of the highest importance that it should 
be a chief duty of the school and schoolmaster. The recitation under 
impressive circumstances of great stories, tne singing of noble songs, 

261-

and the crowning of heroes, not as exceptional or accidental occurences, 
but as a regular and ordered part of the life of each week in a school, 
are undoubtedly methods of imp Lanting the moral law: and it is of urgent 
importance to them, at once is a leading feature in all school edl~cation. 
The difficulty which I find in this matter is purely one of dete..il. I 
think it would be undesirable to lay down, officially, detailed programmes 
of celebr8-tions or ceremonials, because we know that such official 
direction tends ( unlesr reduced to minimum) to take away all life end 
reality from such proceedings and to make them 'perfunctory.' 11 This 
point is worth stressing; upon it the whole success of the scheme depends. 
Deprived of emotional colou!'ing the ceremonies and lessons will be alruost 
worthless, a_>1.d the former in particular will become nothing but a 
meaningless form. It is here the teacher's personality will count more 
than in any other part of school-work. His attitude in the matter will 
be reflected. in the manner in which his pupili: regard the ceremony 
whether with levity, indifference, or with appreciative regard. 

On all special occasions such ::i.s Empire Day and Anzac Day lessons 
appropriate to the theme should be given, ancl ceremonies of a suitable 
character devised. The specimen assembly ceremony already given indicates 
what might be done, but any teacher who woi.;.ld like to have a studied 
account of the value and use of ceremonial in schools should procure Dr_ 
Hayward's II Special Foundations of Recor.st ruction". It may be worthy of 
note in passing that the opening ceremony described above bear:; a very 
marked similarity to those at a later date by Dr Hayward. The New Zea.land 
teacher was first in the field, 

'rhe following outlines of Empire Day and Anzac Day cel.ebra.tions are 
not so much cererr.onial in character as indicative of the manner in which 
the lessons of the day may be grouped round the main theme . 

.Al~Z.AC DAY 

On the preceeding school-day the usual school tirEe-table mj_ght be 
modified to include lessons of a kind suited to the occasion, the lessens 
beinc taken in the morning tmd the celebration in the afternom~" 

Morning 

Geogra1,by: Route to Egypt; talks about Egypt, Syria, valleys of' Tigris &"ld 
Eupl-n"atcs, Arn:cnia; recent events in Asia Minor, Gallipoli and neje;hbourinE, 
waters, Blbck So3 .. md :ports, Salonika, and Balkan States irl brief outline. 
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History: Outline of Gallipoli campaign; similar stirring deeds in British 
hiftory; devotion to country - Arnold Winkelried, William Tell, Garibaldi, 
etc.; the story of the deliverance of Palestine. 

Reading, recitation, drawini:;, as suggested by above. 

Afternoon 

Addresses by the head teacher a.~d others, including returned soldiers. 
Kipling's "Lest We Forget" might be recited, and patriotic songs sung by 
the children. The Honour Roll should be read, the Flag saiuted, and the 
National Anthem sung. A suitable declaration might then be recited by the 
children. In Victoria the folloning is used: 11 1 love God and my country; 
I honour the Flag; I will serve the King, and cheerfully obey my parents, 
my teachers, and the laws of the land." It is not sugeested that this is 
the best form such a declaration might take. The teacher can vary it or 
omit it altogether. If a bugler is available, the "Last Post" might be 
sounded. Before this is done the meaning of the call should be explained, 
and Henley's poem (see June Journal) might be recited. During the sound­
ing the whole school should stand reverently. A suitable iong might close 
the ceremony. 

As it is desired that the c 0 remony should be one of commenora.tion 
even more thaD one of celebration, it is hoped that any addresses given 
will not be tinged by the jingoistic spirit, but will dwell rather upon 
the sacrifices of our men, their loyal devotion even unto death, ar..d their 
splendid achievements, upon our grief at the great losses suffered, and 
also upon our proud recognition of their splendid worth. The spec1.kers should 
also dwell on the principles for which we fought in the Great War, on our 
duty to our country and to one another, on our desire that war should cease 
ru1d the whole world be bound together by bonds of love and good fellow-
ship. 

"We here highly resolve that the dead shall not have died in 
vain, that this nation shall, ur_der God, have a new birth of 
freedom, and the government of the people, by the people, for 
the people. shall not perish from the earth." (President 
Lincoln, 1863) 

EM:PIRE DAY 

Tha lessons and ceremonial on this occl3.sion should aim to impress on 
the pupils the importance of unity within the Empire, of loyalty to the 
King who symbolizes that unity, and of' friendl:l_ness among the nations. 

Suggested Programme 

1. Assembly, including the saluting of the Flag, and the singing of 
the N ationaJ. Anthem. 

2. Addresses, which would natura.lly refer in part to the European 
War, Imr;srial defence, the defence of our own land, the resources, history, 
end development of l'T~w Zealand, and to the duties of all good citizens. 

3. p;:-_:,triotic songs, readings, and recitation,s. 

4. ApprOJ:,date lessons in histcny and geogn.,,]Jhy. These los~,c,ns 
should av.,el:::.. not only on the greatnes:: of the Empire and CJUr pride in 



its extent and resources, but also on the policy that has made the 
British the most successful and the most ht,mane colonists in the world. 

5. 'l'he League of Nations: The Covenents attached tothe League are 
thus stated - "To promote international co-operation and to achieve 
international peace and security by the acceptance of obligations not 
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to resort to war; by the prescription of open, just, and honourable 
relations between nations; by the firm establishment of the understandings 
of international law RS the actual rule of conduct among Governments: and 
to the maintenance of justice and a scrupulous regard for all treaty 
obligations in the dealing of organized peoples with one another, the 
Powers signatory to this Government about this constitution of the League 
of Nat ions." 

'fhe lessens, ceremonies, and themes suggested above will, of course, 
be arranged differently for the different (:i visions of the school, and 
there is no reason why celebrations of this kind should be restricted to 
the senior classes. On such occasions, too, at an hour to be specified, 
parents and others might be present to view or to join in the ceremonial 
part of the programme. 

The subject of the inculcation of patriotism will be further pursued 
in the next nurr.ber of the Ecuc2.tion Gazette, when an attempt will be made 
to show how lessons in history, geography, reading, and recitation may 
be utilized for the purpose we have in view. In the meantime the Editor 
will be glad to receive from teachers sug6esticns as to what might be 
done and short descriptions of any ceremonies they have devised. 



APPENDJX 3 

Syllabus of Instruction for Public Schools, 1929 

History 

Introduction 

The programme of work for the various standard classes is Lntended to 
be suggestive, and is not to be regarded as compulsOI"J. In Standard II 
the stories are closely related to the fairy-stories and myths which the 
youngest children find so attractive. In Sta,.'7.dard III the stories are 
stories of real people and actual incidents in British history. In 
Standard IV the treatment is more systematic, and the pupil is led to see 
that the growth of the nation has followed definite lines ar.d has been 
gradual and continuous. The topical method of treatment, with a certain 
amount of repi ti tion and more intensive study of the growth of the nation, 
is continued in Standard V. In Standard VI the aim is to give the pupil a 
clear conception of the way the Empire has been built up and the British 
system of eovernment developed. The fact that Britain has had contact 
with other countries and has been deeply influenced by foreign aff'airs has 
not been ignored, but has for the most part been left for fuller tr8atment 
in the post-primary schools. New Zealand histOF.f and stories ccnnected with 
the life of the Maoris have been introduced into the syllabus for the first 
time. Every Nevi Zealand child should know something of the history of his 
ovm town, district, a,.'1d province, thus enriching his store of stirring 
detail and adding reality to the whole study of history. Most parts of the 
country are rich in historical incidents, and these both the teacher and 
pupil should take a pride in seeking out and recording. 

Throughout the scheme the aims have been to make the pupils acquainted 
with the history of their own country, and to show that, while wars have 
undoubtedly played their part in the development of the nation, the story 
of the British people contains much th&t is of infinitely more importance 
than battles. Whatever ide2.s a teacher embodies in his sct-.Ler.ie, whatever 
principles guide his selection of topics, he should aim to develop in his 
pupils love of country, and pride in the deeds of famous men and women. 
Patriotism has its roots in the love and respect the pupol has for his home 
and his school, and he must be so taught that it shall be his joy and pride 
to play his part, however humble it may be, in the advancement of New 
Zealand and the Empire, and in the promotion of peace, well-being, and 
happiness among the nations. 

Teachers of grouped classes should either take the prescription for 
each class in alternate years, or arrange a. two-year course by selecting 
topics from both prescriptions. 

STANDARD II 

'l'he presentation of the stories required for Sta..Y1dard II should be 
simple, direct, o.r.d personal. The appeal to visualiza,tion should be 
as::,isted ty pictures and by suitable correlation with d".'e.wing and hand­
work, or any means that will arouse the interest and curiosity of the 
pupil. The selection of topics should include -



1. Tales of the Maoris 
2. M_ythf ;_,nd ler'ends of any great nations. 
3. Rom::.mtic sto1·ies of great men and women stimulating to such 

virtues as kindness and consideration for others, courage, industry, and 
respect for law. 
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The following list is only suggestive, and is not intended to restrict 
the teacher' s choice: The story of Maui. The story of Kupe. Hinemoa and 
Tutanekai. Local or general Maori legends. Wanderings of Ulysses. King 
Midas. St. George and the Dragon. Tales of Hercules. ~he Golden Fleece. 
Hero and Leander. Romulus and Remus. The Trojan horse. The geese that 
saved Rome. Leonidas and his Spartans. Horatius at the bridge. King Arthur 
and the Round Table. King Arthur's sword. The English slave children. King 
Alf'red and the cakes. The White 3hip. Richard Lionheart and his page. Robin 
Hood. King Bruce and the spider. Joan of Arc. Henry V and the Judge. 
William Tell. The boyhood of Nelson. H.M. S. "Victory." The "Lady of the 
Lamp." Grace Darling. Our Prince of Wales. 'rhe first Prince of Wales. 

STANDARD III 

The aim in this standard should be to arouse interest in great names 
and important events, thus providing a foundation of historical fact which 
can be built upon as the study of the subject proceeds. Suitable correlation 
should be effected, especially with geography a...--i.d handwork; history d:::-ama­
tization should be utilized; and the use and construction of simple pictorial 
time-charts demonstrated. A selection to be made from each of the following: -

1. Stories frorr: Local History. - Founding of the town or district. 

2. Stories from New Zealand History. - The coming of the Maoris. 
How the Maoris lived. Tasman. Cook. First settlements by white men -­
whalers, sealers, missionaries. 

3. Stories from World Histor_y. - 'l'he early Britons - comparison with 
the early Maoris. Julius Caesar and the Roman soldiers. The work '.)f the 
Romans in Britairi. Boadicea - the Druids. Introduction of Christianity. 
The Viking::,. Alfred the Great. Canute. Battle of Hastings. A Norman castle. 
Richard Coeur de Lion. The first Prince of Vhdes. Robert Bruce. Bruce's 
heart. Joan of Arc. Caxton and the printing-press. Columbus a.--i.d Ve.e,co da 
Gc:.ma. Dr8..'..;:e' s voyagee,. The Armada. Sir Walter Raleigh. The 11Mcyflower. '' 
An English King beheaded. The Great Plague. The Great Fire of Lona on. 
George W&shington. Bonnie Prince Charlie. The story of Nelson. Abel Tasrr:o.n 
and Captain Cook. George Stephenson. Abolition of' slavery. Florence 
Nightingale. Charge of the Light Brigade. Abraham Lincoln. General Gordon. 
David Livingstone. Samuel Marsden. Captain Scott. Dr. Barnado. Vlestminster 
Abbey. Heroic incidents in the Great War. Our King. Anzac Day. 

4. Citj zenship. - Very elementary lessons based on the pupil's own 
experiences - e.g. School club. Subscriptions to club funds. Ce.ptain of 
club. Club rules. School rules. Laws we all obey. The postman. 'l'hc police­
man. The control of' traffic - the rule of the roadJ "safety first" rnles. 
TLings that belong to us all - parks, etc. Care of putlic property. 
Respect fo:r- other people's property. Conduct in the street, train, tram etc. 
the flag. 

STANDARD IV 

In this clo.s3 a more systematic treatment of the subject is expected, 
Disconnected lesions now give plR.ce to -Lh8 select:i.on of topics thut sl1ow 
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how the people and their manner of life changed from period to period. 
The teacher should guard against treating the subjects in too much detail. 
A selection of lessons from the following:-

1. Local History continued. 

2. New Zeal&nd History. - Famous missionaries. Treaty of Waitangi. 
F runous Governors. Ar1 outline of the founding of each province. Some 
famous Maoris and stirring events connected therewith - Hongi, Te 
Rauparaha, Hone Heke, Te Kooti. 

3. Stories from Australian History. - Early voyagers - Dampier, 
Tasman, Cook. E&.rly settlements. Growth of settlement. Discovery of gold. 
Explorers. 

4. Life in Early England. - The castles and the industries carrieu on 
round them. Vvr.y now no walled towns or strong castles. The monasteries -
how the poor are helped now.'.ldays. Games - e.g., archery, tournaments, the 
chase; comparison of modern games with those of early England. Houses and 
modes of travel. Farming. 

5. Kings, Barons, and People. - William I and the feudal system. 
King John and Magna Charta. Crusades. Wars of the Roses. Queen Elizabeth. 
King Charles I. Queen Victoria. The King now no longer the warrior-leader, 
but the object of respect instead of fear. 

6. England and Scotland. - Edward I - Scotland conquered; Wallace 
and Bruce. Edward II - Scctland lost. Mary Queen of Scots. James I. Queen 
Anne - England and Scotland united under the name of Great Britain. The 
Jacobites and the Georges. Queen Victoria and Scotland. 

7. Great Sailors and Adventurers. - Columbus; Vasco da Gama.; Cabot; 
Drake; Raleigh; Frobisher; Hudson; Cook; Nelson; Stanley; Scott; 
Shackleton; Amundsen; Sir Keith Smith. 

8. Citizenship. - (All topics to be treated in n very elementary way.) 
Duty of r:oys and girls to their school. Scr.ool rules; town and country 
by-la<'rn - why we should obey them. General idea::i of what a Parliament is; 
comparison v;ith one or more of the following: School Coi.;ncil, School 
Committee, Education Boa.rd, City or Borough Council, Road Board. The 
captain of a school club, the Mayor of a town, the Chairman of the School 
Cormnittee, and the Prime Minister compared. Taxes likened to subscriptions 
or levies made to carry on the work of a sports club. How boys and girls 
can be good citizens. 

STANDARD V (FOPM I) 

In this class the suggested scheme aims to give the pupils some 
insight into European histoI"J, and also to show how the power of the English 
kings was first curbed, and then entirely altered in character; how the 
pow~r of the baronial class dwindled and the povmr of the middle industrial 
class grew; u11c, lastly, how England became a great colonizing nation,. The 
follov:ing are the ~lllggested topics from which a selection rna~, be made :-



1. The History of New Zealand. - Early c.rrangements for governing 
New Zealand. 'I'he New Zeal3Ild Association. Treaty of Waitangi. Sir George 
Grey. The Maori War in broad. outline, but with greater detail in locallties 
near which the war was carried on. Progress of settlement in North ano. 
South Islands compared. The goldfields. 

2. The Story in Broad Outline of some of the British Reigning 
Families. - How we ceme to have Norman Kings. How the Tudors came into 
power. The Union of the Crowns of England and Scotland. The foundation of 
the present line of Sovereigns. 

3. England and France. - Friends and Allies today and in the Great 
War. England tries to conquer ~ranee - Edward III, Henry V. England loses 
her French possessions. England on the defensive. Napoleon and his attempt 
to secure world-power. England and France allies in the Crimean War. 

4. Struggle for Liberty. - In England - the Civil War; the English 
Revolution. ln France - the French Revolution. The Enelish and French 
Revolutions compared. 

5. Two Attempts to sect,;.re World-power. - The Napoleonic Wars. The 
"Great War, with some acccunt of the Frall.co-Prussian War_. Treaty of 
Versailles, The League of Nations, and Kellogg Peace Pact. 

6. Endand a Colonizing Nation. - The voyagers of the Tudor period. 
The founding of the American colonies - Raleigh's settlement - the PH grim 
Fathers. The French in Arr.erica - the conquest of Canadc. - the loss of the 
American colonies - the present-day frier.dliness towar~s America. The 
founding of our India.vi Empire - the trading companies, rivalry with French -
Clive, Hastings - Indian Mutiny - Indians in New Zealand, Fiji. 

7. Colonization by other European Nations. - The Spanish in the 
Americas, the French in Canada and India, the Dutch in South and Central 
Africe., and the Portuguese in India ar1d Af'rica. 

8. Heroes of Ear ope an History, - Alexander the Great, Charlemagne, 
Garibaldi. 

9. Citizenship. - The meaning of government by the people. Outli:i.e 
of the functions of Pe.rliament. The Prime Minister and Cabinet. R&.tes an.d 
taxes, treated in a very general we.y and based on information the pupil can 
gain in his ovm home. Town and country by-laws with which we should all be 
familiar. 

STANDAPJ) VI (FORM II) 

In this class three main linP.s of study are sugge.sted, apart from New 
Zealand histOI.'.Y - na1nely, the building-up of the British ErnpL~e, the 
devslopment of the Bri -:.ish Constitution, an.d the grmvth of :British industries 
A selectioYJ. frun the following : -

1. Th,:-, Eistorv of New Z8::i.lanrl. - Early Go•rernors of New Zealand. The 
founding of the- pro1,:;~;;:ccs. Causes of the Maori Wars. Prov:ind.al Governments -
historic oui ld:;_ngs rem:1.:in:ing in provinciaJ. capitals. Abolition of' prC>vi..-1ces 
and tra.11.sfer o.f' the Gapitc:i.L Progress in public works ::;nd in education. 
Famous New Zeal2.w.--iJers. 
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2. Developr.1ent within the E:npire. -

( a) Canada after the Seven Years War: Treatment of the French. 
War with the United States. Rebellion in 1837. Establish­
ment as Dominion, 1867. 

( b) India after the Mu tiny: End of the East India Company. 
Queen Victoria, Empress of India. Buffer States. Development 
of education, medical services, etc. Present-day government. 

( c) South Africa: Early settlers. Dutch and English Natal. 
Orange Free State. Transvaal. Boer War. Botha; Cecil Rhodes. 
The Union. 

(d) Egypt and the Sudan: Suez Canal. Dual control by English 
and French. Gordon; Mahdi; Kitchener; Cromer. Present-day 
government. 

3. Improvements in Social Welfare. - English and Norman serfs. 
Labourers in the Middle Ages. Tne Industrial R,wolution. Child-workers 
in modern times. How the worker is safeguarded today. Humanitarian and 
social work of the League of Nations. 

4. The History of Useful Inventions. - Printing; ste&~-engine; hand­
looms and the coming of machinery; hydro-electricity; telephone; electric 
telegraph; motor-car; wireless telegraphy; the conquest of the air; 
phonograph. 

5. The Story of some Great Writers. - Chaucer; Shakespeare; Milton; 
Goldsmith; Dickens; Scott. 

6. The Growth of the British Constitution. - The Great Council under 
the Sa"'<:on and Norman Kings. The first Parliament founded and improved 
under Plantagenets. Decay of Parliament under the Tudors. The Stuarts a0d 
the final triumph of the people - e • tablishment of constitutional govern­
ment. Tne beginnings o::' party government - establishment of Cabinet. 
Reform Bill of 1832. The franchise to-day in New Zealg,nd and in England. 

7. CitizenshiE• - How P3.rliament is elected. The duties and rights of 
a citizen. Ministers of the Crovm - Cabinet. Important Government Depart-­
ments: Post Office, Railways, Education, Public Works. Vfoere the money for 
public works comes from. The national debt. Elementary ideas regarding free 
trade and pro-'cection. Public !-Iealth. Guardians of law and order, Jus~ices 
of the Peace, Stipendiary Magistrates, Judges of the Supreme Court. 
G8nera1 procedure in the lav,-courts. The meaning of true citizenship. 

ST.AJ."\lDARD VII (FORM III) 

The aim in this standard is generally to revise and systematize the 
work of the preceding standards, and to lJring the pupil into touch with 
out-stending world movements or personages of tho period from 1603 to the 
prcrnent date. A S•3lection f'rom the f'ollowing:-

1 Revisi.on of the Histo."_y of 1\Tcw 7,ealanc. nreviouslv taught. New 
Zea.1&..Yld'.n p.JJiC8 in the Pacific. :" .. e;---relations b;th withi; and without th8 
Empjre~ 
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2. Citizenship. - General topics for Standards V and VI treated in 
greater det3.il. 

3. British "9:isto:ry:. - Treated in greater detail than in Standards V 
and VI. The following list is suggested:-

( a) 

(b) 

( c) 

( d) 

( e) 

( f) 

Progress towards constitutional Monarchy: Causes of dissension 
between Stuart Kings and Parliament; Divine right; benevolences; 
monopolies; illegal courts; Church policy - Laud, Petition oi' 
Right; Hampden and Pym. Suspending and dispensing powers; Bill 
of Right. Act of Settlement. Cabinet. Enfranchisement of the 
people; education. Position of the King and of Governor to-day. 

Consolidation of the British Kingdom; Union of English and 
Scottish Crovms. Irish Policy of James I and Charles I -
Plantation of Ulster; Wentworth. Civil War. Restoration. English 
Revolution, 1688. Union of English, Scottish, and Irish Parlia­
ments. The present situation of Ireland. 

Growth and development of the Empire: Raleigh; Pilgrim Fathers; 
Navigation laws - Blake. Marlborough and the Treaty of Utrecht; 
Gibraltar. Seven Years' War; Pitt, Wolfe, Clive .. American War 
of Independence. British Colonial policy in India, Canada, 
Australia, New Zealand, South Africa; relation of Britain, Egypt, 
and the Sudan; Suez Canal; Gordon; Kitchener; relation of 
Dominions and Colonies to the Crown. Imperial Conferences. 

Economic ru1d social progress: Economic Union of England and 
Scotland. New farming. Industrial revolution - roads, cancals, 
railways, steamships. Abolition of slavery. Child labour: 
Shaftesbury; Factory Acts. Corn laws and free trade. Rec":mt 
inventions facilitating transport and communication. Influence of 
the press. Scientific progress in arts, science, and medicine 
(more fully than Standard VI) - Pasteur, Lister, etc. 

Foreign movements affecting the British Empire: The French Revo­
lution; the Napoleonic struggle (without minute detail). Tne 
Crimea.'1 War - the nursing service. Unification of Italy - Cavour; 
Garibaldi. The American Civil War - Abra.1-iarr.. Lincoln. Bri ta:in and 
Japa.'1 - chac1ged political j_mportance of the Pacific. Rise of the 
German Empire - Prussia, Bismarck, and militarism. The Great War. 
Russ.La, Tsarism, Revolution. The League of Nations. Mandated 
Territories. 

Projects: Studies in the lighter literature of the period. Bio­
eraphies of important characters in world histo!.'y - E:discm, etc. 
Lives of leading statesmen - ( a) In England: Walpole, Pitt the 
younger, Canning, Peel, Palmerston, Gladstone, Beaconsfield, 
S3..lisbury; ( b) in New Zealand: Grey, Seddon, Massey. Local 
h:Lntory as in Stnndard VI, etc. 

Appendix 

For very mrmy children history possesses little charm. This should 
not, and indeed wo1.1ld not be, did teachers realize that th2 sub .jr:!ct is most 
uniriterosting to any o~--ie unless it is vividly treated. Vfuy :is it that the 
history we kn ow best is that gleaned vvi thout effort from an historicr.0J 
novel or fro;n a well-presented c:i.nematograph piGture? The pictures J::'.!6. the 
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statues representative of Greece and Rome have done far more to keep 
alive some knowledge of mythology and of ancient history than has any 
treatise that was ever written. Why is this? It is because history is for 
the most part meaningless and uninterestjng unless the imagination is 
stimulated to reconstruct the past, to live over again the life of the 
time, and hence to take part in the march cf events. For many teachers, 
and hence for many children, history is a dead thing, a matter of memor­
izing dull facts, of endeavouring in a purely unemotional and abstract 
way to connect cause and effect. To teach history successfully the 
teacher must read widely not necessarily text-books in history, but 
novels and plays that will enable him to form a clear mental picture of' 
the life of the past. He must possess to a certain degree the dramatic 
sense, and be able to make the past live before his pupils. He should 
use pictures freely, and should, where these are unprocurable, prepare 
a blackboard sketch that will give life to his story. But all the effort 
to reconstruct the past must not be on the teacher's side only. His 
pupils can seek out pictures for class use. They can dramatize simple 
scenes, and for these manufacture s~itable properties. They can themselves 
endeavour to illustrate some historical occurrence or assist in producing 
a stage-like presentation in relief of some striking event. They should 
be encoaraged to ask questions about the lesson and take part in discussions 
on, say, the rightness or wrongness of a certain course of action. 

In the lower classes - that i·s, in S.2 and S. 3 - there should be no 
difference between the treatment of the history lesson and that of the 
story in the preparatory division. As this is the case, there is really 
no reason why S .1 should not listen to and enjoy the history lessons set 
down in the Syllabus for S .2. The essentials to sucr::~ess are ( a) the 
telling of the story in a bright and vivid manner, (b) the constant use of 
pictures or blackboard illustrations, ( c) drarrati.zation by teacher and 
pupils, and (d) the retelling of the story by the pupils. 

In the higher classes, and to a minor extent in S.3, the study of 
cause and effect and the linking of the past with the present should be 
always uppermost in the mind of the teacher. The pupil should be trained 
to reason intelligently, to draw and justify his ovm oonclusions~ to .::ee 
all the institutions of to-o.ay in their true persepctive, and to gain from 
the history of the past some guidance for the future. History should not 
0Y1.ly inculcate in him a pride in the achievements of' his own race, but 
enable him to draw inspiration and strength from the lives and work of i;he 
great men and women of· all races a...7.d all ages. The narrov: nationalistic 
interpretation of history should be avoided; international jealo1.J.sies 
should not be aroused - a fatally easy course; but there should be 
sedulously cultivated a strong faith in a more peaceful, harmonious, and 
prosperous vrnrJ.d. Frequent reference sho:1ld be made in the higher clasaes 
to the co~,stitution and activities of the League of Nations, and i.o some 
at least of the disputes that it has settled. One of the teacher's main aims 
should be to implant in the minds of his pupils a detestation of war as a 
means of settling international diff'eronces. On no account should too great 
emohasis be laid on achievements in war. At the same time these should not 
be~ ignored, nor should there be anything but the highest praise for those 
who sacrific8c1 their lives for their country's freedom. Every opportunity 
that occurs throu~h annual commemorations such as Anzac Day, Lrmist ce 
Day, Trafalgar Day, sho:ild be utilize,l to inculcate in the minds of the 
young 1.ovo of country o.nd a desire to prowote peace among the nations. 

The te r1.cher must re2lize that history and literature are :i.nse1~arablo. 
At the basis of all sound t:r:·aining in thi:, BUbject lies the properly 



directed reading of the pupil. The literature of the language has a store 
of interesti.ng and vital material connected with the history of the race, 
yet the detail that makes the subject fascinating to the child, that makes 
history a living thing, is too often neglected. Teachers that love history 
read widely, yet they often fail to realize the necessity for wider 
reading by the pupils. Fvery class library should be well stocked with 
suitable historical works. The time devoted to individual reading should 
certainly be a::; long as that devoted to exposition by the teacher. The 
treatment of any topic might profitably be taken in three stages: oral 
exposition by the teacher, well-directed silent reading f'rom the cl.ass 
library, and finally class discussion on the matter read, to remove 
misconceptions and to crystallize the pupils' ideas. Or it might be that 
reading by the pupils should form the initial stage. But reading and 
questioning paragraph by paragraph should be avoided. 

One of the most valuable assets a teacher can possess in teaching 
this subject is the power of graphic description. To be able to describe 
events in vivid language, to paint word pictures that appeal to the pupils, 
is a gift of great value. But if he is to do this he -must read deeply not 
only in standard works of information, but also in what is more important, 
the great literature of the period. 

Poetry and song sho~ld be ara~n upon to give that to~ch of emotion 
vii thout which history will be cold and formal. Here the gramophone is at 
the disposal of all. National anthems and national songs can always be 
used. And added significance is given the best of lessons by such songs 
and tunes as "The Star-spangled Banner," "The Marsellaise," "The Harp 
that Once," "The Watch on the Rhine," "Scots V/ae Hae," &'1.d "The Men of 
Harlech." But these should follow a graphic descr·iption of the ·events 
whose memories they enshrine. 

Sketch-maps should be widely used by the teacher. In tracing the 
growth of the Empire, in showing the development of Britain, in outlining 
the campaigns in great wars, maps add vividness. The influence of geo­
graphical £'actors in history should be pointed out; the influence of 
climate, the presence or absence of great rivers a.nd mountain-ranges, of 
narrow straits, great plains and deserts, of the discovery of minerals and 
fisheries, and so on. 

Dates should not be neglected, otherwise the sense of historical 
sequence wlll not be acquired. As many of the lessons in Forms I, II, and 
III trace great muvements in history, no lesson dealing with these IDOVP,­

ments should be ta'<:en without a date line in front of the pupj_ls. 'l'ime 
charts serve a similar purpose, but many of thec,e contain so much detail 
that the chronology of the development of the movement is difficult to 
follow. If the lesson commences with a blank date line, and .~chis is 
gradually filled in as the lesson proceeds, the development is rnu.::h more 
clearly traced. Such a date line in any given lesson should show the 
position not only of the main event, but of the principal events v1hich led 
up the main event and of those that flowed from it, and especially of those 
within the lifetime of the p:!:'esent generation. Every history lesson might 
well start with a little smart work in plotting such dates in their correct 
year of century. Pur,ils might be er..couraged to keep such date lines in a 
book likA a drawing-bock. Each opening of the book might represent a 
century or two; several parallel date lines coul:1 be drawn, each represr!r..t-­
ing sorao line of historical thought - e.g. growth of emplre, electoral 
rcf'or·rr:, l'~ngland' s relations with Fra~·ice. In th:i.s 11 C-2ntury-booK." pictures 
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of contemporary life could be sketched or pasted. 

To stimulate thought, enco:irage research, and ·to give practice in 
lecturettes by U·,e pupils, no means is finer than project work. In a small 
school projects covering some movement in history should be set to the 
i..>1dividual pupils, while in large classes, tearnP with their captains may 
be selected. The results of the research work should be given to the class 
by the individual pupils or captains in the form of a lecturette. The work 
covered by the class during ordinary lessons is thus valuably supplemented. 
For instance, if the wars with revolutionary France are being dealt with, 
such projects as the following may be distributed: The development of 
ships-of-war; the plans of attack at sea from earliest times to 1805; 
the life of Nelson; any special land campaign; the effect of war on trade 
and co:runerce; effect of war on literature and music, etc. The history of 
any province or other well-defined district of New Zealand, of the franchise, 
of education in New Zealand or England, would also form suitable projects. 

Much of the information regarding the duties of citizens can be 
conveyed to school-children through the medium of their own school experi­
ences. Thus the necessity for orga..'1.ized effort can be shown through the 
school football club, or through local efforts that are made with the 
assistance of school-children to raise money for school purposes. A prefect 
or monitor system will give the chil:Jren a practical insight into the 
necessity for organizing a comrrn.inity, even a school community, to set on 
foot activities or to govern the actions of the pupils of a school in the 
interest of the whole school community. Many of the lessons on civics have 
in the past been much too formal in character, and have far outdistanced 
the pupils' experience. There are many matters in connection with local 
government, whether this refers to city affairs or to those in which country 
people are interested, that come well within the experience of children in 
the middle and upper divisions of the school. There are some matters, of 
course, that are outside their direct experience b:ut yet should be referred 
to, since they are matters that are talked about in the home. In this 
catego:::y are such matters as rates and taxes of different kinds. 

History and civics should not be dissociated. Much of the content of 
civics - e. e;., the making of laws, the status of colonies a-a.d domini 0~1s -
is only the culmination of century-long evolution of political icleas, and 
of course can be rationally taught only along with the history of those 
ideas. Indeed, the supreme aim of history should be the interpretation of 
to-day in its political, social, industrial, and religious aspects. Hence 
in Standards V, VI, and VII events should be traced to their infl\Y.mce on 
the life of to-day; thus it j s of little use taJcing a traditional lesson 
on the American War of Independence unless it is shown what effect that 
great event had on ( sc:1.y) subseq_uent revolutions, and above all on the 
relationships between the component parts of the British Empire, and 
esepecially on those relationships as af'fectecl by the Imperial Conference 
of 1926. For we study history to get the meaning of to-day, and light &'1.d 
inspiration for to-morrow. 
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APPENDIX 4 

War and Peace in the New Zealand School Journal, 1918 1932 

1. A War Story. The Bellringer of Brunswick (School Journal 12, part three 
~ ctober 1918] : 284--287). 

Hans was a veteran of 1870, and when the war broke out it was his 
pride to think that, although he could no longer fight f'or the Fatherland, 
his grandsons co~ld fight as he had fought. They, like him, would know 
what it was like to conquer Paris. They would know the fierce joy of 
devastating France. 

Very soon after the war began the old bellringer at the church died, 
and, looking round for a successor, they decided there was none more fit 
for that office than Hans, the veteran. There would be victories to 
celebrate, and who more suitable to ring the joy-bells over Brunswick thm1. 
one who had borne his part in those former victories which had always 
come when German armies went to ws.r? 

At first, almost before his arm was skilled in bellringing, there 
was much work for Hans to do. The jmpious BelgiaYJ.s who dared to defer..d 
themselves bit the dust below the legions of the All-Highest. He rru1.g 
the bells when Liege fell, and agai:1. in triw'lp·, 'H'.1"Y'l Louvain was sacked, 
and when Brussels and Antwerp suffered for their criminal defiance of the 
Kaiser. 

They told Hans to hold himself in readiness to armoll.!1ce fro:n his 
bell-tower the fall of Paris. It was surely comi:'.lg very soon. But, some­
how it did not come, and they heard with incredulity of a check to the 
German arms at a river called the Marne. The first of his gr.andsons to 
fall died there. But he forgot that, and rang his bells with wild acclaim 
bec&.use the Russia'1.s who had dared to invade East Prussia arid to threaten 
Berlin had been hurled back. A second grandson fell on the Russian front; 
but what of that? One cannot have victories without a price. 

And the price, it appeared, of holding bar,k Russian on the east and 
F:rench on the west was high, for prssently old Hans' s sons, men iYJ. thGil· 
fifties, were called out and marched gloriously away. Hans envied the!ll. 
They were going to the war, and war was fine, especially this war, which 
was to make the Fatherland master of the world. It was a t;lorious war. 

Germany was mistress of the sea too. How the bells rang out when ·::;he 
news came that the 11 Lusi tania11 was sunk~ She harl sailed in def'ia_.v1ce of 
German orders, and their U-b oats had sunk her for her irnpude11cf3. ?he 
church-bells rc:.,."lg a merry chime that do.y. 

They rang for Warsaw, f'or the victory that opened. the corridor to the 
west, for the just punishment of the impious Serbians, and for the wrath 
that fell upon Rumania; always there were victories, and always the churc!l­
beJ.ls ra'1.e;. 

'I'hen, was the great sea fight at Jutla"'lcl, when the English Navy was 
annihilated.; the fight which cleared the seas for Germany and swept the 



English ships to fearful hiding in their harbours. Ah, that was worth 
ringing for~ The fall of England~ The end of the hated enemy! what 
though three nephews of old Hans were wounded? One cannot make omelettes 
without breaking eggs, and what an omelette was this~ 

At Verdun he had a son killed, and that gave old Hans to pause, 
because no orders came to ring the bells for Verdun' s fall. Yet the 
great Crown Pr.i.nce was in co'Tl.!Iland. Hans did not tu1derstand. 

Nor was he quite clear about Calais. Germany wanted Calais as a 
base from which to finish England. Why did the Germans not take it, then? 
He heard that they stopped by the English at a place called Ypres, but 
they must have been lying to him. The English were cowards. They could 
not fight. 

Then people began to talk of the English front Bnd of the awful 
German casualties on that front. It appeared that, after all, the English 
could fight a little. He lost two grandsons and a son on that front. 
Perhaps the English could fight quite well. But they told him to have 
patience, just a little time and he would see what he would see. The 
English were starving to death because of the U-boat, and Hans ra..--ig the 
bells for the unparalleled valour of the U-boats. 

America declared war~ People whispered to Hans under their breath 
that it was because of the U-boats, and Hans was puzzled. 

There were so many things he did not understa:d. Victories c2me 
thick on victories. Everywhere the German armies triuJ11pheo., and there 
seemed no end to their victories. But, also, there seemed no end to the 
war. And Hans was hungry. He was an old man, and he had fought for Germany. 
Be did not see why he should suf'fer hunger, but he was rationed, cruelly, 
and did not even get the ration he was entitled to, because he would have 
had to wait so long inside the shops, and he had, instead, to rii1g the 
bells for victory. 

His daughter was unselfish, and she gave hi;n of the food that should 
have been her own. When the dysentery came she had no stamina, a.."1:1 died. 
On all sides people were ill, and maxiy died of a terrible ailment called 
hunger typhus. Every one was talking greatly of the awful losses at the 
front where the English were attacking. And they did not understand. 
London was long since laid in ruins by the zeppelins, and the U-boats 
ruled the seas, so that, of courf:'e, no America.::1s could come, and it did 
not matter that America had declared war. It was, in fact, amusi:'.l.g; but 
America was going to pay for it~ But still the English forgot. Old Hans 
had no grandsons at all now except one who had been blinded. 

He was hungry, and alone but for this blinded grand.son, and still the 
war went on. They told him of a great sea victory against the Russians. 
They said that Russia was bursting with food, and that very soon it would 
reach Germany, and old Hans could burst with it. So he rang the bells with 
all tho str8ngth that was left to him when he learnt that Germany, who 
had conquered the earth, .. had now conq_uered the mcon. 

But he was vo ry hungry now - hungrier than he hacl ever been in all 
his lifc'l, He craved for fat, ana. there w:3,s none. He did not think that 
he would live long now. 



The blinded grandson died of hunger typhus in the night. Next day 
they came and told him to hasten to the church to ring the joy-bells, 
for there was victory, great victory, against the treache:cous Italians, 
and all Ger~ans must rejoice. 
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Hans did not rejoice. He, too, was dead. He was tired of victories. 
The German victories had been his death. 

H. Brighouse 

2. The Peace of the World (School Jour~al 22, part three ~ctober 132c]: 
258-264). 

It is now almost ten years since the Great War, with all its horrors, 
came to an end, and Germa-riy and her Al lies, who h2.d been responsible for 
this great catastrophe, had to lay down their arms and seek for peace. The 
terms of the armistice were made by the Allied Army leaders, and were to 
be effective until the actual terms of peace were decided. 

So terrible had been the slaughter of thousands and thousands of the 
flower of the world's manhood, and so tragic had been the sufferings of 
those who had been spared,. that everybody felt the time had come to set 
up an organization that would prevent a repetition of such a war. The old 
proverb. "If you wish for peace, prepare for war," had proved to be entire-­
ly false, because for years the nations of Europe had pr2part:!d for war, and 
the r0sult had been the most terrible war in history. 

When the statesmen of the Allies met to consider the terms of peace, 
it was decided to establish a League of Nations, or a co::n1ii:iation of 
Powers pledged to submit all their international disputes to an impartial 
Court, and to resort to war only when all other means of settling tr.e 
disputes had been exhausted. This League of Nations was proposed by the 
President of the United States, Woodrow Wilson, who, if he had done nothing 
else, by this one act alone deserved to be rariked among the world's great 
benefactors. 

Strange to say, after all the European Governments had ratified the 
agreements entered into by their respective statesmen, the United States 
C ono-ress refused to endorse the action of th13ir P:...~esident. This was a 
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decided blow to the League; but in spite of this it continued to flourish, 
and, though its founder has now been dead for several years, it still 
continues to a o its work not only for the peace of the wo!·l:1 but for the 
benefit of mankind in many ways. It has done much to relieve suffering 
among stricken peoples; it ho.s combated sickness and clisease; it has cared 
for the homeless; it has helped to sta.blize the finance of bankrupt 
nations; and it has settled by peaceful means sev,2ral disputes that wo;....lcl 
in previous times have been settled by war, 

It is difficult to understa..'1.d just why America refusr:3d to join the 
League. Perhe.ps it was that Woodrow Wilson was no-t tactful enough with h:1_s 
own :1_:ieo;JlP.. Perhaps it was that th0 American people still refused to 



276 

believe that the nations of Europe would forsake their squabbles and 
alliar1ces; and therefore they did not wish to be entangled in disputes 
in which they had not the slightest interest. But, whatever may have 
been the cause, the refusal of America to join the League was very 
regrettable. 

No combination of' Powc:::-3 could be complete without the co--operation 
of the three great nations America, Germany, a.~d Russia. Germany was 
ad.mi tted some years a.:f'ter the League was founded, when she had given proof 
of a chastened spir:it and a desire to work in peace and harmony with other 
nations. The European Powers were averse to entering into a~y compact with 
Russia after she had refused to honour her pre-war obligations, and so 
Russia has not been invited to join the League; and America has remained 
aloof. 

Many have been the conferences between the representatives of the 
various nations for the promotion of worlj peace. One of the most 
difficult problems is that of disarmament. Though the nations have 
approved of the principle of settling disputes by arbitration if possible, 
fear of attac~ has prevented them from consenting ~eadily to a drastic 
reduction of forces. 

Last year the Secretary of State for America, Mr Kellogg, was 
arranging a treaty ,~-ith France, in which the two nations agreed not to go 
to war with each other, but to settle peacefully any disputes thP..t might 
arise. It was a simple treaty, which agreed with American principles, fo:>:" 
it did not bind America to. go to France's ai.d if the latter were attack•:,d. 
But before all the negotiations were complete Mr Kellogg decided upon a 
still boldar step. He invited the other Great Powers - Great Britain, Japan, 
Italy, and Germany - to join with France and America in a simple treaty in 
which they agreed not to go to war one against another. His invitation, 
which was sent out on the 24th April last, met with a ready response, for 
the various Governments enforced the principle, and it was decided to 
make the treaty even wider. The five British Do:ninions - the Irish Free 
State, Canada, South Africa, Australia, and N"ew Zeala~d - a.'l.d India were 
invited to join in the treaty, and also Belgium, Czecho-Slovalda, and 
Pola':ld.. Thus the total numoer was brought up to fifteen. There was a 
certain amount of discussion upon the actual terms of the treaty and the 
extent of its obligations, but these were clearly set out in a Note by Mr. 
Kellogg to the other Powers. 

The treaty was duly signed at Paris on the 27th August, after M. Bria~d 
had v:elcoffied the various delegates in a short speech. The actual signing 
took O.'lly fo'..lr minutes; but, if the Fact has the effect of a.boJ ishing war, 
those four minutes will be perhaps the most important in the history of the 
world. Immediately af'terwards coriies were sent out to the Gov3rr:;ments of 
all other nations, forty-seven in all, including Russia, and just as the 
Journal goes to press word has been received that Russia has a1:;reed to sign. 

The text of the treaty is as follows:-

( The names of the Presidents or Monarchs of the fifteen nations are here 
set out.) 



11 Deeply sensible of their solemn duty to promote the welfare of 
mankind; 

"Persuaded that the time has come when a frank renunciation of war 
as an instrument of national policy should be made, to the end that the 
peaceful and and friendly relations now existing between their peoples 
may be perpetuated; 

"Convinced that all changes in their relations with one another 
should be sought only by pacific means and be the result of a peaceful 
and orderly process, and that any signatory Power which shall hereafter 
seek to promote its national interests by resort to war should be 
denied the benefits furnished by this treaty; 

"Hopeful that, encouraged by their example, all other nations of 
the world will join in this humane endeavour and, by adhering to the 
present treaty as soon as it comes into force, bring their peoples 
within the scope of its beneficent provisions, thus uniting the civil­
ized nations of the world in a common renunciation of war as an 
instrument of their national policy; 

"Have decided to conclude a treaty, and for that purpose have 
appointed as their respective Plenipotentiaries (.§.£_~~ left; here for 
the names of the Plenipotentiaries), who, having cor11nu..11.icated to one 
another their full powers, found in good and due for'.n, have agreed upon 
the following Articles 

"Article I. - The High Contracting Parties solemnly declare in the 
names of their respective peoples that they condemn. recourse to we.r for 
the solution of international controversies, a...11.d r,:)nounce it as an 
instrument of national policy in their relations with one another. 

"Article II. - The High Contracting Parties agree that the settle­
ment or solution of all disputes or conflicts, of whatever nature or of 
whatever origin they may be, which may arise among the;n, shall never be 
sought except by pacific means. 

"Article III. - The present treaty shall be ratified by the High 
Contracting Parties named in the preamble in accordance with their 
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re spec ti ve constitutional requirements, and shall take effect as between 
them as soon as all their several instruments of ratification shall he.ve 
been desposited at ..... 

"This treaty shall, when it has come into effect as prescribed in 
the preceding paragraph, remain open as long as may be necessary for 
arlherence by all the other Powers of the world. Every instrument evid(:nc-
ing the adr.er8nce of a Power shall be deposited at ........... , aYJ.d the 
'treaty shall, immediately upon such deposit, becor1e effective as between 
the Power trms ad'ner:ing and the other Powers parties thereto. 

"It shall be the duty of the Government of ........ to furnish each 
Gove.rnment named in the preamble, a..1.d every Government subsequently 
adhering to this treaty, witb a certified copy of the treaty and of every 
instrument of ratification or adherence. 

11 In faith wh8reof the respective Plenipotentiaries have signed this 
treaty in the French and English languages, both texts having equal 
force, Md bereur.:.to aff:i_xed their seals. 



"D t h O!le a . . . . . . . , t e •...... day of . . . . . • in the year of our 
Lord one thousand nine hundred and twenty .......... " 

In a covering note issued with a draft of the treaty on the 24th 
June, Mr Kellogg pointed out that the proposed agreement did not in any 
way interfere with the rights of any country to defend itself against 
attack, for every State had that right. If the cause was just, the 
world would applaud and not condemn. If one Power broke the treaty by 
entering into war with a'1.other, this act would automatically release 
the other Power from their obligations to the treaty-breaking State. 

The League of Nat ions is a great advance on any peace organization 
tha.t has been tried hitherto, but it does not actually forbid war. It 
insists on submitting all disputes to an International Court. If the 
decision of the Court is unanimous it must be accepted by the disputing 
nations; but, if one goes to war in spite of this, the League must use 
all its powers against the offending State. In any case, three months 1 

notice of intention to resort to war must be given. If the decision of 
the Court is not unanimous, the members of the League reserve to them­
selves the power to talrn such action as they consider necessary for the 
maintenance of right and justice. 

The Kellogg Pact closes the last loophole left open by the League 
of Nations. It abolishes the most hideous means of settling disputes of 
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an international character. The last Great War was ~ad enough, hut, with 
all the modern discoveries of science and engineering adapted to the 
wholesale destruction of c9ntending nations, the next war would lead 
almost to co~plete racial destructio!1.. If the grim spectre of war ceases 
to haunt the nations of the world, and all can live side by side in love, 
peace, and harmony, then the Kellogg Pact which has just been signed will 
be one of the greatest blesfings ever bestowed upon mankind. 

3. '~_,'.__Ei12£icg (School Journal 261 part three[November 193~j: 
290-292). 

"You've been to F66666, haven't you?" said my guest, a young fellow 
home from Fra..---ice on leave. "You know that bit of line north of the M----­
road that you reach by the commu..nication trench, which is always up to 
your knees in mud no matter how dry the weather is. You remember how 
close the lines are to each other at that point - not forty yards apart? 
I was there in a dull season." 

''You were lucky," I said. "It isn't often dull there." 

"No, but it was then. The Boche woul:3. drop over an occasional whiz­
bang as a reminder, and he'd have his usual afternoon cock-shy over onr 
heads at the last pinnacle standing on the ruins of the cathedral j_n the 
town behind us. But really there was nothing doing, and we became rather 
chummy '::i th the' fellows over the way. We would put up a target for them, 
ancl tliey' d do the f3aiile for us. They had some good singers among them, 
and we'd sh::mt for the 'Hate' song, or 'The W3.tch on the Rhine' or some­
thine of that sort. They al ways obliged and we gave them the best we had 

back. 
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"Yes, we grew quite friendly, and one morning one of their men p;ot up 
on the parapet over the way, bowed very low, and shouted 'Good morning~' 
Our men answered, 'Morgen Fritz. How e;oes it?' and so on. He was a big, 
fat fellow, with glasses, a~d a good-humoured face, and to our great joy 
he began to sing a srmg in broken English. After he hacl finished we called 
for more, and he gave us more. He had a real gift for comedy - seemed one 
of those fellows who are sent into the world with their happiness ready 
made. He laughed a great gurgling laugh that made us laugh to hear it. 
Our chaps gave him tremendous applause, and called for his name. He beamed 
and bowed, said 'Thank you, genteelmen,' and said that his name was 
Heinrich something or other. 

"So we called him 'Appy 'Einrich; and whenever our men were borod and 
things had gone to sleep, someone would call out, 'We want 'Einrich. Send 
us 'Appy 'Einrich to give us a so:>1g~' Up 'Einrich would come on to the 
parapet, red and smiling and bowing like a prima donna, and off he would 
start with his programme. He always seemed willing, and evidently greatly 
enjoyed his popularity with our fellows. 

"This went on for some time; and then one day we got news that we 
were to be relieved at once. We were to go that nigl,t, and our place was 
to be ta1<en by a Scottish regiment. You need not be told that we were glad. 
I,ife in the trenches when there is ncthing going on is about as deadly a 
weariness as man has invented. We gathered out kit together, and, when 
night fell and our rel i.ef ha::1 come, we marched back under the stars towards 
B------. 

"We haa. been too much -occupied with the prospect of release to give a 
thought to the fellows over the road or to Heinrich. I reme:nbered him 
afterwards, and hoped that so'.!1eone had told the new men that Heinrich was 
a good sort and would always give them a bit of fun, if he was asked, or 
even if he wasn' t asked. 

"Somg weeks afterwards at B---- I ran across a ma.>1 in the Scottish 
regiment which had followed us in thfl trenches on the M----- road., and we 
talked about things there. 'And how did you get on with Heinrich?' I 
asked. 'Heinrich?' he said. 'Who is he?' 'Why, surely,' said I, ',you know 
Heinrich, the fat fellow across the way, who gets up on the parapet and 
says "Good morning~" and sings comic songs~' 'Never hear~1 0f him,' he s:-,_id. 
'Ah,' I said, 'he would have heard we were relieved, a.na. didn't find you 
so responsive a crowd as we were.' 'Never heard of' him,' he repeated - then, 
after a pause, he added, 'There was an incident the morning after we tooi<: 
over the line. Some of our fellows saw a bulky Boche clinbL1g on to the 
parapet just across the way and had a little target practice, aYJ.d he went 
dovm in a heap.' 'That was he,' I said; 'that was 'Appy 'Einrich. ·what a 
beastly thing war is, and what ungrateful beggars we were to forget him!' 

"Yes, a beastly business, killing men~" said my guest. 

- Ext:ract from "Alpha of the Plough," 
by A.G. Gardiner, published in Dent's 
"The King's Treasuries. n 



28r, 

SELECTED BIBLIOGRAPHY 

MANUSCRIPT MATERIAL 

1. Private Papers 

2. Unpublished Reports and Proceedings 

OFFICIAL PUBLICATIONS 

1. General 

2. Education Department 

3. Miscellaneous 

CONTEMPORARY JOURNALS, PERIODICALS .AND NEWSPAPERS (THOSE PCBLISHED PRIOR 

TO 1941) 

1. Journals and Periodicals 

2. Newspapers 

3. Other Published Contemporary Material 

4. Theses 

SECONDARY MATERIAL 

1. Pamphlets and Centennial Publications 

2. Books 

3. Articles 

4. Theses 

5. Encyclopaedias and Cataloeues 

lliTERVIEWS AND DISCUSSION GROUPS 



2-81 

MANUSCRIPT MATERIALS 

1. Private Papers 

a) Brown, H. "Political Attitudes taught to New Zealand Children: 

1918-1941+". 28 Seabrook Avenue, New Lynn, Auckland. 

b) Murdoch, J .H. "Teaching Reminiscences". Wellington: NZCER, 1964. 

c) Ormond Burton Correspondence (Alexander Turnbull Library, 

Wellington). Folder 43, 438:80. 

d) Reed Correspondence (A.H. Reed, 579 Glenpark Avenue, Dunedin). 

1920-1922. 

e) Scobie, R.A. "Political Attitudes taught to New Zealand 

School Children, ·1918-19~~ 44 N gapuhi Road, Remuera, Auckland. 

2. Unpublished Reports and Proceedings. 

a) Education Department Files, National Archives, Wellington. 

i) Compulsory Military Training 29/30/2 

ii) Demilitarisation of Junior Cadets 36/1B 

iii) Empire Day 19/33/3 

iv) Esperanto 29/-18/82 

v) International Conferences at Geneva 29/72/9 

vi) League of Nat ions 29/18/21+8 

vii) Legal Opinions 26/3/143 

vili) Munitions Work in School Workshops 23/65/25 

ix) Petition Re- book Ci tizenJlhi_p 29/26/121 

x) Physique of School Children. 36/1/26 

xi) Report of Textbook Committee 28/2/38 

xii) Teachers Recorrmended for Dismissal 29/10/150 

xiii) Teachors Refused Military Duties 29/10/138 

b) Minutes of the Auckland Edncati on Board ( Auckland I:r. st:i tute 

and M·..1sc-um LH:irary, AGclzhno.) ~ 1918-1930. 



c) Minutes of the Auckland Headmasters' Association (Secretary, 

Auckland), 1918-1930. 

282 

d) Minutes of the Wellington Education Board (Wellington Education 

Board Building, Abel Smith Street, Wellington), 1918-1930. 

e) New Zealand Educational Institute Files (Education House, Willis 

Street, Wellington), 1916-1941+. 

i) 

ii) 

iii) 

iv) 

v) 

vi) 

vii) 

viii) 

ix) 

x) 

xi) 

xii) 

xiii) 

xiv) 

xv) 

Academic Freedom 2/7 

Activities of Teachers Outside School Hours 45/13 

Cadet Training 7/4 

Citizenship 8/5 

Communism 10/4 

Complaints Against Teachers 9/23 

Conscientious Objectors 47/2b Wax 

Corporal Punishment 9/21+ 

!Ustory - Teacr.ing of 20/8 

League of Nations Union 27/7 

Loyalty of Teachers 47/2g War 

New Freedom 33/11 

Oath of Allegiance 47/2i 

School Journal 41/3 

Victimised Teachers 46/5 

OFl!'ICIAL PUBLICATIONS 

1. General 

a) !_ppendices to the Journals of the House of Representatives 

i) Education: Annual Reports (E) 

Minister of Education, 1914-1931 

Chief Inspector of Primary Schools, 1914--1933, ~ 952 



b) 

c) 

d) 

e) 

Inspectors Reports, 1914-19 

Education Boards, 1914-1930 

Training of Teachers, 1919-1920, 1923-29 

ii) Other Reports 

283 

Annual Reports of the Defence Forces of New Zealand, 

1914-1935 

New Zealand Gazette, 1904, 1914-1930 

New Zealand Law Re12orts, 1922 

New Zealand Official Year Book, 1914-1931 

New Zealand ParliamentaE:Y: Debates, 1899-1901, 1912-1942 

f) New Zealand Statutes, 1909-1910, 1914-1915, 1920-1922, 1924 

2. New Zealand Education Department 

a) Education Gazette, 1919-1922, 1928-1930 

b) Syllabuses 

i) Regulations for the Organj_sation 2 Examination and Inspection 

of Public Schools and the Syllc::.bus of Instruction. 

Wellington: Government Printers, 1919. 

ii) Syllabus of Instruction for Public Schools. 1929. 

Wellington: Government Printers, 1930. 

c) Special Reports 

i) The Teaching of History in Primary and Secondary Sch~ol~ 

(Special Reports on Educational Sub,jects), No. 14, 

Wellington, 1925. 

ii) Report of the Syl12.bus Revisonary _f_ommitj;ee set up b..,Y 

the Minister of Educe.tion, the_B_on. R.A. Wrir..ht, 

_1.926--1928 (Majority and Minority Repo~t), Wellington, 

1928. 



3. Miscellaneous 

Wellington Education Board. Inspection Reports, 1920-1926. 

CONTEMPORARY JOURNALS, PERIODICALS Aii!D NEWSPAPERS 

1. Journals and Periodicals 

a) Bulletin of League of Nations Teaching (League of Nations, 

Geneva), 1934, 1937-1938. 

b) Educational Survey (League of Nations, Geneva), 1929-1933. 

c) National Education (New Zealand Educational Institute, 

Wellington), 1919-1932. 

d) New Zealand Illustrated Magazine (.Auckland), 1900-1901. 

284 

e) New Zealand School Journal (Government Printer, Wellington), 

1907-1940. 

2. Newspapers 

a) Auckland Star (Auckland), 1921-1922, 194-1. 

b) Daily Southern Cross (Auckland), 1873. 

c) Dominion (Wellington), 1919. 

d) Evenjng Post (Wellington), 1919, 

e) Manawa.tu Daily Times (Palmerston North), 1914-1934. 

f) Ma.oriland Worker (WelUngton), 1918-1922. 

g) New Zealand Herald ( Auckland ), 1916-1932, 1941. 

h) Otago Daily Times (:Cw1edin), 1928. 

i) The Pre~ (Christchurch), 1921-1922. 

3. Other Published Contempora!'y Material 

a) Pamphlets 

i) Batt, C.A. The Kj_[:fllOII' of Cr:_§lE:..; __ §l-!1 Unconvent:....::Lona~ 

Crit:i d s;n of School Aims and Practices. WeJ.lir:igton: ----------------· --·-- • 

New Zealand Worker, 1925. 



ii) -------- • Hands off the Child. Wellington, 1927. 

iii) Bell, N.M. Education for Freedom. Greymouth, 1921. 

iv) Elliot, W.S. Compulsory Militarism. Invercargill: 

Southland Times, 1911. 

v) League Against the Extension of Militarism. The 

National Defence League of New Zee.land. Leei'let 162, 

Wellington, 1920. 

vi) League of Nations Union of New Zeal end. What is the 

League of Nations? Invercargill, 1927. 

vii) Luckie, D.M. The Raid of the Russian Cruiser Ke.,sl<~owski. 

Wellington, New Zealand Times, 1894. 

viii) New Zealand Military Forces. ~112.bus of CEJ.det Trainir!,_g. 

Wellington: Government Printers, 1919. 

b) Articles 

i) Beaglehole, J.C. "The Cinderella of the Syllabus. Some 

Observations on a History Report". N~i(:!!_1_:!) Education, 

1925, pp.165-167. 

ii) Dryler, P. L. "European Youth". In Modern Trendc=; in 

Education, pp.21-30. Proceedings of the NZNEF Co~ference 

held in New Zealand in July 1937. Ed. by A.E. Campbell. 

Wellington, 1938 .. 

iii) "Enquiry Relating tn the Measures Adopted by all types of 

schools for giving Instructions on the Subject of the 

League of Nations in a manner calculated to promote 

International Understanding". Educational Survey. League 

of Nations, Geneva (3 (?ecember 193i/ : 103-105). 

iv) Hart, F.W. "'.l'he Freedom of the Teacher':. In l:!_fode!E; 

Trend~ in Educa!j OQ, pp.~1-38-l+Li-3. Proceedings of the 

NZNEF Conference heicl :in New Zc➔ 3.la.'1d in July 1937. 

Ed. by A.E. CampbalJ, Wellington, 1938. 



v) Orwell, G. "Boys Weeklies". In Critical Essays. pp. 

60-91. London: Secker and Warbury, 1960. 

vi) Peacocke, G. L., and Bain, W. S. "War in its Moral 

Aspects". New Zealand Illustrated Magazin~ (May-Jw1e 

1901), pp.169-174. 

vii) Strong, T.B. "The Inculcation of Patriotism". 

Education Gazette. 1 November 1921, pp.2-4. 

viii) "Saluting the Flag". Ed.1cation Gazette, 

1 December 1922, pp.138-140. 

286 

ix) "Training of members of the Teaching Profession who are 

required to give lessons on the League of Nations". 

Educational Survey. League of Nations, Geneva (4 {!!.arcn. 

193i}: 17). 

x) Villiers, F. "At the Front". New Zealand Illustrated 

Magazine A,.1ckla.nd (March--April 1900), p.458. 

c) Books 

Airey, W. Onward: A Study of' the Lea0ue of Nations. 

Wellington: L.M. ·Isitt, Ltd., 1929. 

Beaglehole, J.C. The University of New Zeal.<md. Wellington: 

NZCER, 1957. 

Beeby, C.E. The Education of the Adolescent in New Zealand. 

Wellington: NZCER, 1937. 

--------. The Intermediate Schools of New Zealand: a surv~. 

Wellington: NZCER., 1938. 

Dickinson, G. Lowes. The International A..'1arc12:.0_ 1901v-1914 .. 

London: Allen and Unwin, 1926. 



2R7 

Bowes, J. The Young Anzacs: A Tale of the Great War. 

London: Oxford University Press, 1918. 

Butchers, A.G. The Education System. Auckland: National 

Printing Company, 1932. 

Burton, O. E. The Auckland Regiment. New 7,ealand Expeditionary 

Force. Auckland: Whitcombe and Tombs. 1922 , . 
Campbell, A.E. ed.Modern Tren<1s in Educati8n. Proceedings of 

the NZNEF Conference held in New Zealand in July 1937. 

Wellington, NZCER, 1938. 

Dewey, J. The School and Society. Second revised ed. 

Chicago: University of Chicago Press, 1915. 

--------. Democracy and Education. New York: Macmillan, 1916. 

Duncan-Hall, H. The British Commonwealth of Naj;j.~. London: 

Methuen, 1920. 

Ellis, A.D. Australia and the League of Nations. London: 

Macmillan, 1922. 

Field, A.N. ,Tihy Colleges Breed Communists. Nelson: A.N. Field, 

1941. 

Fox, F. The M<lstery of the Paci:f_'._~. London: Bodley Head, 1928. 

Joli.nson, A.J. What Do Boys and Girls Read? Welljngton: NZCER, 1940. 

K~mdel, I.L. Impressj_on of Education in Nevt Zealcnd and; Inverted 

Snobbery and the Problem of Se.condar_y EducatioQ. Wellington: 

NZCER, 1937. 

Keynes, J.M. The Eccno_:ric Conseouences of th_e_Fe~. London: 

Macmillan, 1919. 

Kidd, B. Princi£1.~of_ Western Civilisation. London:Macmill8Jl, 

1902. 

--·-·-··---. 'I'he _:'_i_c~ence of Pov:~. London: 1\/Iethuen, 1 91 8. 

Auckland: Wbjtcombe and Tom1)s~ 1919. 



288 

Montessori, M. The Montessori Method. Toronto: William Briggs, 

1912. 

Nunn, T. Percy. Education: Its Data and First Pr:;__nciples. 

London: Edward Arnold. 1923. 

Our Nation's Stor'Y. Auckland: Whitcombe and Tombs, 

1929. 

Parrott, Sir (James) Edward. Children's Story of the War. 

10 vols. London: Nelson and Sons, 1920. 

Piaget, J. Judgement and Reasoning in the Child. New York: 

Routledge and Kegan Paul, 1928. 

Remarque, E.M. All Quiet on the West9rn Front. London: 

Little, Brpwn and Company, 1929; reprint ed. Boston: 

Little, Brown and Compa~y, 1975. 

Sassoon, S. Siegfried's ,Journey, 1916-1920. London: Faber and 

Faber, 1921. 

--------. The Comnlete Memoirs of George Sherston. London: 

Faber and Faber, 1937. 

Scholfield, G. H. Who's V~o in New Zealand. A.H. and A. W. Reed, 

Wellington, 1919, 1925, 19.32, 1941. 

Somerset, H.C.D. Littledene: A New Zealand Rural Communit_y. 

Christchurch: NZCER, 1935. 

The Cambridge ::-Ii story of Bri t:i.sh Foreign Policy, 1785-i 919. 

vol. ·three. Ed. by A.W. Ward and G.P. Gooch. Cambridge: 

Cambridge University Press, 1923. 

The Story of the British Nation. :B,irst ed. Auckland: 

Whitcombe and Tombs, 1)19. 

The Story of the 1fritish ]'•;ation. Third ed. Auckland: 

Whitcombe and To1T1b::;, 1922. 



Thwing, C .F. Human Australasia. Studies o-:' Societ.z and of 

Education in Australia and New Zealand. New York: 

Macmillan, 1923. 

Ward, A. C. The Nineteen Twenties. London: Methuen, 1930. 

Wells, H. G. The Shape of Things to Come. London: Hutchinson, 

1933; reprint ed:. London: Corgi, 1;G7, 

Yeats, V ,M. Winged Victo".'y, London: Jonathan Cape, 1934; 

reprint ed. London: Mayflower, 1974. 

d) Published Minutes 

289 

i) Navy League (Auckland Branch) Incorporated, Annual 

Reports, 1928-1936. Wilson and Horton Building, Auckland. 

ii) New Zealand Educational Institute. Reports oi' Annual 

General Meetings, 1916-1939. Wellington, 1940. 

iii) Wilson, J.L. Rules of' the Navy League of New Zealand. 

Wilson and Horton Building, Auckland. 

4", Theses 

i) Clark, H.V. "An Inquiry into the Moral Conceptions of 

Some New Zealand School Children". M. A, dissertation, 

Wellington University College, 1931. 

ii) Field, H.G. "Consideration of Sex-E:lucation". M.A. 

dissertation, CaY1te.cbury University College, 1927. 

iii) Jenkins, D.R. "Social, Civic and Moral Attitudes in the 

New Zealand School Journal". M.A. dissertation. Wellington 

University College, 1937. 



290 

SECONDARY MATERIAL 

1. Pamphlets and Centennial Publications 

Annabell, J .R. Whangamarine, Rotokana, Rotoiti Centennial, 1871-

1971 . Auckland, 1971 . 

Arnold, R. A New E::lucational History for New Zealand. Text of an 

address given to the Wellington Institute for Educational 

Research, 5 September 1973. NZCER: Wellington, 1973. 

Blaymires, J.N., ed. Seventy Years Later; a History of the 

Poneakawa School. Te Puke, 1961. 

Harrison, R.J. One Hundred Years of Education at J:eria, 1873-193. 

Kaitaia, 1973. 

Loder, D.S. Piopio District High School, Sixtieth Anniversary, 

19C2-!2£2. Auckland, 1969. 

MacDonald, K.C. A History of Waitaki Boys' High School, 1883-1958. 

Auckland, 1958. 

Mirsmar South Jubilee 1 1922-1972, Fifth Anniversary. Wellington 

1972 . 

Parkyn, G.W. Sight of that Immortal Sea. The Combs-Lopdell Memorial 

Address. Christchurch: NZCER, 1964. 

Wright-St. Clair, R.E. Hamilton High Schools, 1911-1971; Hmnilton 

Boys' High School, Hamilton Girls' High School. Hamilton, ·1971. 

2. Books 

Adler, N., and I-iarrington, C. The Learn:ing of Political Be!1'.:lV:iour. 

Glenview, Illinois. Scott Foresman, 1970. 

Allen, H.C. Great Britain and the United States. London: 0dhams 

Press, 1954. 

Beaglehole, J.C. Victo:_•ia University Colle~. ·wellington: New 

Zea2.and Univer:,ity Press, 1911--9. 



Bergonzi, B. Heroes' Twilight. A Study of the Literature of the 

Great War. London: Constable, 1965. 

. _ 291 

Boswell, J. Life of Jolmson. vol. one. London: Oxford University 

Press, 1933. 

Bourne, R.S. War the Intellectuals: Collected Essays, 1915-191,2. 

London: MacDonalds and Janes, 1973. 

Campbell, A. E. Educating New Zealand. Wellington: Department of 

Internal Affairs, 1941. 

Chancellor, V.f. History of' their Masters. New York: A.M. Kelle.y, 

1970. 

Connell, R.W. The Child's Construction of Politics. Victoria: 

Melbourne University Pres3, 1971. 

Cumming, I. Glorious Enterprise; the history of the Aucklar1d 

Ed.ucation Board, 1857-1957. Auckland: U/hikombe. and Tomb~, IC\59. 

Curti, M.E. The Roots of American Loyalt;y:. New York: University 

of Columbia Press, 1946. 

Deutsch, K. W. Nationalism and Social Cornr:mnication; an jnquiE,Y 

into the foundations of J"'J ationali ty. Massachusetts Institute of 

Technology: Chapman, 1953. 

Ewing, J. L. The Development of the New Zealand Pri:nnry School 

Curriculum, 1877-1970. Wellington: NZCER, 1970. 

Eyre, F. Twentieth Century ChiB.ren' s Boo}cs. London: Bentley, 1952. 

Feuer, L.S. The Conflict of Generations; the character an'.l signif­

icance of student mo·.;ements. New York: Basic Books, 1969, 

Gardner, W.J., Beardsley, E.T., and Carter, T.E. A Histo~v of th£ 

University of Canterbury 1 1873-1973. Christchurch: University 

of Canterbury, 1973. 

Good, H. G. A History of American Education. New York: Maemi llan, 

1962. 



292 

Gordon, B.K. New Zealand becomes a Pacific Pioneer. Chicago: 

University of Chicago Press, 1960. 

Hess, D., and Torney, J.V. The Development of Political Attitudes 

in Children. Chicago: University of' Chicago Press, 1967. 

Hook, S., ed. John Dewey: Philosopher of Science and Freedom. 

New York. Barnes and Noble, 1950. 

Huck, C.S., and Kohn, D.Y. Children's Literature in the Elementar;y: 

School.Second ed. New York: Holt Rinehart and Winston, 1968. 

Hya..~s 3 B.K., and Bessant, B. Schools for the People? an intro­

duction to the history of state education in Australia. Camber­

well, Victoria: Longman, 1972. 

Jensen, J.H. ed. The Balance of Power. vol.two of The Europ~an 

Experience. Wellington: Reed Education, 1972. 

Johnston, L.M., and Morton, H. Dunedin Teachers' College. The 

First Hundred Years. Dunedin: Dunedin Teachers' College 

Publications CoTunittee, 1976. 

Kandel, I. L. Imore ssio"'.'ls of Education in New Zealand a..,d Inverted 

Snobbery and the Problem of S3condary Education in New Zealand. 

Wellington: NZCER, 1377. 

--------. The New Era in Education. A Comparative Study. London: 

Harrap, 1954. 

Kochan, L. The Making of Modern Rus~,ia. London: Jonatha.'1. Cape, 1962: 

Pelica'1. reprint ed., 1963. 

Lasswell, H.D. Psychopathology and Politics. New York: Viking Press, 

1962. 

Lee, D.G., ed. The Outbreak of. the First World War. Problems in 

European Civilisation 0eries. Boston: Heath, 1967. 

Massialas, B. C. ed., Political Yo:..ith: Traditional Schoo]_~. Nev, 

Jersey: Prentice Hall, 1972. 



293 

Mac lure, J. S., ed. Educational Documents: England and Wales. 1816-

1967. Second ed. London: Chapman and Hall, 1968. 

Marwick, A. Britain in the Century of Total War. London: Bodley 

Head, 1968. 

Meyer, A.E. An Educational History of the American People. Second 

ed., New York: McGraw Hill, 1967. 

--------. The Development of Education in the Twentieth Century. 

New Jersey: Prentice Hall, 1961. 

Mitchell, D. 1919: Red Mira6e. London: Jonathan Cape, 1970. 

Murdoch, J .H. The High Schools of New Zealand. Christchurch: NZCER, 

1943. 

Murray, R.K. Red Scare. A Study in '\Jational Hysteria. New York: 

McGraw Hill, 1964. 

Neuburg, P. The Hero's Children· the Post-Yfar Generation in 

Easten1 Europe. London: Constable, 1972. 

Nicholas, H. G. The United States and Brit2.J.n. Chicago: University of 

Chicago Press, 1975. 

O'Fa.rrell, P.J. Harry Holland, :nilita..--it socialist. London: 

Australian National University, 1964. 

Otta.way, A.K.C. Education and Society. Second revised ed. 

London: Routledge and Kegan Paul, 1962. 

Reed, A.H., and Reed, A.W. The Ho"Jse of Reed: Fifty Years of New 

Zealand Publis~1ing, 1907-1957. 2 vols. Auckland: Reed and Sons, 

1957. 

Rosk:i.11, S. Naval Policy B8tween the Viars. vol. 1. London: Collins, 

1968. 

Sabhte, G.H. A History- of Political ThP.ory. Third ed. 

Han~ap, 1961 . 



2.94 

Saxby, H.M. A History of Australia"'.1 Children's Literature. 181+1-1S141. 

Sydney: Wentworth, 1969. 

School Publications Braach. Educational Statutes and Docurnents. 

No. 25. Foreword by C.E. Beeby. UNESCO, 1957. 

Scott, G. The Rise and Fall of the League of Nations. London: 

Hutchison, 1973. 

Scott, W.J. Reading, Film and Radio Tastes of High School Bo:ys and 

and Girls. Wellington: NZCER, 1947. 

Selleck, R.J.W. ]c1glish Primary Education and the Progressives, 

1914-1939. London: Routledge and Kega.~ Paul, 1972. 

Smelser, N.J. Theory of Collective Behaviour. London: Routledge 

and Kegan Paul, 1962. 

Snook, I.A., ed. Concepts of Ind.octrination. London: Routledge and 

Kegan Paul, 1972. 

Sutton-Smith, B. The Games of the New Zealand Chilaren. Folklcc:-e 

Studies 12. Berkeley: University of California Press, 1957. 

Thompsoci, A. B. Adult Educatio!.l in New Zealand. Wellington: NZCER, 

1945. 

Townsend, J.R. Written for Children. An Outline of English Chilcrens~ 

Literature. London: Garrett Miller, 1965. 

Trease, G. Tales Out of School. Second ed. London: Heinema'1n, 

Tritt, T.C. It was Resolved: a hi~tory of the Wellington Education 

Board, 1872-1972. Wellington: Bryce Francis, 1973. 

Wahlke, J.C., eel. Loyalty on a Democratic State. Problems in 

American Civilisation Series. Boston: Heath, 1952. 

WoodJ F.L.W. New Zealand in the Vv'orl::l. Wellington: Department of 

Internal Af'fai.rs, 1940. 



3. Articles 

Butterworth, R. "New Zealand Education. Progress in a Political 

Vacuum". We Prais:3/z8/ce Education. Auckla.nd Headmasters' 

Association Extension Course Lectures. Auckland, 1968, pp,1+1-56. 

de Charms, R., and Moeller, G.H. "Values Expressed in Children.~s 

Readers; 1800-1950". In The Causes of Behavio'J.r. Ed. by J.F. 

Rosenbli th and W. Alla.ris:nith. Boston: Allyn and Bacon, ·1966 ;1 

pp.238-241+-. 

Dugdale, D.F. "The Flag of their Country". The New Zeala..'1d Lnw 

Joumal. (5 February 1974): 1-2. 

Flew, A. "Indoctrination and Doctrines". In Concepts of Indoctrin­

ation: philosophical ess3,ys, Ed. by J..A. Snook. London: 

Ro·.1tledge and Kegan Paul. 1972. 

Malone, P. "The British Empire and the Imp3rial Ideology". 

New Zealand Journ-al of History. 7 (Apri11973): 12-27. 

McNaughton, A.IT. "Piaget's Theory and Primary School Social 

Studies". New Zealand Journal of Educational Studies. 1-2 

(1966-1967): 2-4. 

Roth, H. O. "The Prisoners of Ripa Island". Here and Now. 4-.3 

(November 1954): 16-18. 

Simpkin, G.B. "'.I'he First School". Educe.tion 17 (Maren 1968): 2-J+. 

Springhall, J. O. nThe Boy Scouts, Class and Mili tari.::'.!l in ReJ atioc1 

to British Youth Movements''. International Review of' ths Soc::.o.J. 

Sciences 16(Part Two> '1971): 125-158. 

Weitzel, R. L. "Pacifist.s 8.1"1-~- -Anti-Mili te.:cists in N sw Zealand ii 

·1909-1914". New Zeala __ YJ.d __ J ournal of 11:J.st.2.r:Y 7 ( October 197 3J: 

-128-147. 



2S6 

4-. Theses 

Barber, L.H. "The Social Crusi;tder: James Gibb at the Australasjan 

Pastoral Frontier, 1882-1935". Ph.D. dissertation. Massey Uni­

versity, 1975. 

Du.vidson, H.A. "The Effect of the D8pre ssion on Education in New 

Zealand". M.A. dissertation. Victoria University, 1970. 

Earle, P.R. "The Informative Article in the New Zealand :::ichool 

Journal, 1907-1948". M.A. dissertation. Victoria University, 196'.9. 

Ingle, s. J. "The Poli tics of Education: A :::itudy of Attitudes, 

Pressures and Relations in the New Zealand Education System". 

Ph.D. dissertation. Victoria University, 1967. 

Jenkin, E.F. "New Zealand and the League of Nations, 1914-1934". 

M.A. dissertation. Auckland University College, 1950. 

Milburn, J.D. "New Zealand's First Experience with CoLJp:ils:'.Jry 

Milita:,:,y Training, 1900-191L1-". M.A. diss9rtation. Victoria 

University College, 1954. 

Oestreicher, P. "ThE;y Would Not Fight. Being a :3urvey of the 

Position of Conscientious Objectors and Mili tar~,r Defaulters in 

Hew Zealand During World War II. M.A. dissertatim. Victoria 

University College, 1955. 

:::imythe, !(. G. ":::iocial Attitudes in the New Zealand :::ichool Jo·c:.rnal. 

Part Four, 1954-1970". Diploma in Education disse·rtation. 

Massey University, 1972. 

Thomson, D. G. "Policies, Prob1ems and Poli tics in New Zealand 

Education, 1920-1930". M.A. dissertation. Victoria University, 

1972. 

Towers, M.<"J. "The Political :::iocialisatj_on of New Zealand 

Children". B. Phil. dissertation. University of Wai~G:d;o, 

1974. 



297 

5. Encyclopaodias and Catalogues 

An Encyclopaedia of New Zealand, 1966 ed. S.V. "Massey11 , by W.J. 

Gordrn:ir; "Wars", by W.E. Murphy. 

E:ic:\rclopaedia of the :::iocial :::iciences, 1954, reprint ed. ::i.V. 

"Chauvinism", by H.D. Lasswell and ":::iocial DarrNinianism", by 

Sol Tax and Larry:::;. Krucoff. 

Pim' s Catalogue: The Stamps of New Zealand. 6th ed. Pim and 

Company, 1955. 

INTERVIE1l::3 AND "B'::mYJi..L DISCUSSIC.N GRUTPS 

Beeby, C.E. NZCER Of'f'ices, Wellington. Interview, 26 October 1973. 

Earle, P.R. Education Department, Wellington. Interview, 1976. 

Formal Discussion Group comprising Louis Will:iar;rn, Col:i.n Gillies, 

Hut:sh Brown> Richard_ Scobie and Bill M2.lcolu:., convt::neu at the 

author's request by the Auckland Headmasters' .Association, and 

chaired by the Secretary of the Association, Roy Srulders. Rugby 

Hall, Auckland, 13 September 1973. Author's file. 

Hay, Joe.n E., "Dorothy Baster11 • Typescript of an interview with 

members of' the Christchurch 'Teachers' Trair..ing College, conducted 

and re corded by Joan E. Hay at the author's re quest. Christclmrch, 

1974. Author's file. 



EDUCATION BOARD DISTRICTS 
DURING THE 1920 s 

NEW PLYMOUT 

WANGANUI 

298 


	1978_Openshaw-0001
	1978_Openshaw-0004_2R
	1978_Openshaw-0006
	1978_Openshaw-0007
	1978_Openshaw-0008
	1978_Openshaw-0009
	1978_Openshaw-0010
	1978_Openshaw-0011
	1978_Openshaw-0012
	1978_Openshaw-0013
	1978_Openshaw-0014
	1978_Openshaw-0015
	1978_Openshaw-0016
	1978_Openshaw-0017
	1978_Openshaw-0018
	1978_Openshaw-0019
	1978_Openshaw-0020
	1978_Openshaw-0021
	1978_Openshaw-0022
	1978_Openshaw-0023
	1978_Openshaw-0024
	1978_Openshaw-0025
	1978_Openshaw-0026
	1978_Openshaw-0027
	1978_Openshaw-0028
	1978_Openshaw-0029
	1978_Openshaw-0030
	1978_Openshaw-0031
	1978_Openshaw-0032
	1978_Openshaw-0033
	1978_Openshaw-0034
	1978_Openshaw-0035
	1978_Openshaw-0036
	1978_Openshaw-0037
	1978_Openshaw-0038
	1978_Openshaw-0039
	1978_Openshaw-0040
	1978_Openshaw-0041
	1978_Openshaw-0042
	1978_Openshaw-0043
	1978_Openshaw-0044
	1978_Openshaw-0045
	1978_Openshaw-0046
	1978_Openshaw-0047
	1978_Openshaw-0048
	1978_Openshaw-0049
	1978_Openshaw-0050
	1978_Openshaw-0051
	1978_Openshaw-0052
	1978_Openshaw-0053
	1978_Openshaw-0054
	1978_Openshaw-0055
	1978_Openshaw-0056
	1978_Openshaw-0057
	1978_Openshaw-0058
	1978_Openshaw-0059
	1978_Openshaw-0060
	1978_Openshaw-0061
	1978_Openshaw-0062
	1978_Openshaw-0063
	1978_Openshaw-0064
	1978_Openshaw-0065
	1978_Openshaw-0066
	1978_Openshaw-0067
	1978_Openshaw-0068
	1978_Openshaw-0069
	1978_Openshaw-0070
	1978_Openshaw-0071
	1978_Openshaw-0072
	1978_Openshaw-0073
	1978_Openshaw-0074
	1978_Openshaw-0075
	1978_Openshaw-0076
	1978_Openshaw-0077
	1978_Openshaw-0078
	1978_Openshaw-0079
	1978_Openshaw-0080
	1978_Openshaw-0081
	1978_Openshaw-0082
	1978_Openshaw-0083
	1978_Openshaw-0084
	1978_Openshaw-0085
	1978_Openshaw-0086
	1978_Openshaw-0087
	1978_Openshaw-0088
	1978_Openshaw-0089
	1978_Openshaw-0090
	1978_Openshaw-0091
	1978_Openshaw-0092
	1978_Openshaw-0093
	1978_Openshaw-0094
	1978_Openshaw-0095
	1978_Openshaw-0096
	1978_Openshaw-0097
	1978_Openshaw-0098
	1978_Openshaw-0099
	1978_Openshaw-0100
	1978_Openshaw-0101
	1978_Openshaw-0102
	1978_Openshaw-0103
	1978_Openshaw-0104
	1978_Openshaw-0105
	1978_Openshaw-0106
	1978_Openshaw-0107
	1978_Openshaw-0108
	1978_Openshaw-0109
	1978_Openshaw-0110
	1978_Openshaw-0111
	1978_Openshaw-0112
	1978_Openshaw-0113
	1978_Openshaw-0114
	1978_Openshaw-0115
	1978_Openshaw-0116
	1978_Openshaw-0117
	1978_Openshaw-0118
	1978_Openshaw-0119
	1978_Openshaw-0120
	1978_Openshaw-0121
	1978_Openshaw-0122
	1978_Openshaw-0123
	1978_Openshaw-0124
	1978_Openshaw-0125
	1978_Openshaw-0126
	1978_Openshaw-0127
	1978_Openshaw-0128
	1978_Openshaw-0129
	1978_Openshaw-0130
	1978_Openshaw-0131
	1978_Openshaw-0132
	1978_Openshaw-0133
	1978_Openshaw-0134
	1978_Openshaw-0135
	1978_Openshaw-0136
	1978_Openshaw-0137
	1978_Openshaw-0138
	1978_Openshaw-0139
	1978_Openshaw-0140
	1978_Openshaw-0141
	1978_Openshaw-0142
	1978_Openshaw-0143
	1978_Openshaw-0144
	1978_Openshaw-0145
	1978_Openshaw-0146
	1978_Openshaw-0147
	1978_Openshaw-0148
	1978_Openshaw-0149
	1978_Openshaw-0150
	1978_Openshaw-0151
	1978_Openshaw-0152
	1978_Openshaw-0153
	1978_Openshaw-0154
	1978_Openshaw-0155
	1978_Openshaw-0156
	1978_Openshaw-0157
	1978_Openshaw-0158
	1978_Openshaw-0159
	1978_Openshaw-0160
	1978_Openshaw-0161
	1978_Openshaw-0162
	1978_Openshaw-0163
	1978_Openshaw-0164
	1978_Openshaw-0165
	1978_Openshaw-0166
	1978_Openshaw-0167
	1978_Openshaw-0168
	1978_Openshaw-0169
	1978_Openshaw-0170
	1978_Openshaw-0171
	1978_Openshaw-0172
	1978_Openshaw-0173
	1978_Openshaw-0174
	1978_Openshaw-0175
	1978_Openshaw-0176
	1978_Openshaw-0177
	1978_Openshaw-0178
	1978_Openshaw-0179
	1978_Openshaw-0180
	1978_Openshaw-0181
	1978_Openshaw-0182
	1978_Openshaw-0183
	1978_Openshaw-0184
	1978_Openshaw-0185
	1978_Openshaw-0186
	1978_Openshaw-0187
	1978_Openshaw-0188
	1978_Openshaw-0189
	1978_Openshaw-0190
	1978_Openshaw-0191
	1978_Openshaw-0192
	1978_Openshaw-0193
	1978_Openshaw-0194
	1978_Openshaw-0195
	1978_Openshaw-0196
	1978_Openshaw-0197
	1978_Openshaw-0198
	1978_Openshaw-0199
	1978_Openshaw-0200
	1978_Openshaw-0201
	1978_Openshaw-0202
	1978_Openshaw-0203
	1978_Openshaw-0204
	1978_Openshaw-0205
	1978_Openshaw-0206
	1978_Openshaw-0207
	1978_Openshaw-0208
	1978_Openshaw-0209
	1978_Openshaw-0210
	1978_Openshaw-0211
	1978_Openshaw-0212
	1978_Openshaw-0213
	1978_Openshaw-0214
	1978_Openshaw-0215
	1978_Openshaw-0216
	1978_Openshaw-0217
	1978_Openshaw-0218
	1978_Openshaw-0219
	1978_Openshaw-0220
	1978_Openshaw-0221
	1978_Openshaw-0222
	1978_Openshaw-0223
	1978_Openshaw-0224
	1978_Openshaw-0225
	1978_Openshaw-0226
	1978_Openshaw-0227
	1978_Openshaw-0228
	1978_Openshaw-0229
	1978_Openshaw-0230
	1978_Openshaw-0231
	1978_Openshaw-0232
	1978_Openshaw-0233
	1978_Openshaw-0234
	1978_Openshaw-0235
	1978_Openshaw-0236
	1978_Openshaw-0237
	1978_Openshaw-0238
	1978_Openshaw-0239
	1978_Openshaw-0240
	1978_Openshaw-0241
	1978_Openshaw-0242
	1978_Openshaw-0243
	1978_Openshaw-0244
	1978_Openshaw-0245
	1978_Openshaw-0246
	1978_Openshaw-0247
	1978_Openshaw-0248
	1978_Openshaw-0249
	1978_Openshaw-0250
	1978_Openshaw-0251
	1978_Openshaw-0252
	1978_Openshaw-0253
	1978_Openshaw-0254
	1978_Openshaw-0255
	1978_Openshaw-0256
	1978_Openshaw-0257
	1978_Openshaw-0258
	1978_Openshaw-0259
	1978_Openshaw-0260
	1978_Openshaw-0261
	1978_Openshaw-0262
	1978_Openshaw-0263
	1978_Openshaw-0264
	1978_Openshaw-0265
	1978_Openshaw-0266
	1978_Openshaw-0267
	1978_Openshaw-0268
	1978_Openshaw-0269
	1978_Openshaw-0270
	1978_Openshaw-0271
	1978_Openshaw-0272
	1978_Openshaw-0273
	1978_Openshaw-0274
	1978_Openshaw-0275
	1978_Openshaw-0276
	1978_Openshaw-0277
	1978_Openshaw-0278
	1978_Openshaw-0279
	1978_Openshaw-0280
	1978_Openshaw-0281
	1978_Openshaw-0282
	1978_Openshaw-0283
	1978_Openshaw-0284
	1978_Openshaw-0285
	1978_Openshaw-0286
	1978_Openshaw-0287
	1978_Openshaw-0288
	1978_Openshaw-0289
	1978_Openshaw-0290
	1978_Openshaw-0291
	1978_Openshaw-0292
	1978_Openshaw-0293
	1978_Openshaw-0294
	1978_Openshaw-0295
	1978_Openshaw-0296
	1978_Openshaw-0297
	1978_Openshaw-0298
	1978_Openshaw-0299
	1978_Openshaw-0300
	1978_Openshaw-0301
	1978_Openshaw-0302
	1978_Openshaw-0303
	1978_Openshaw-0304
	1978_Openshaw-0305
	1978_Openshaw-0306
	1978_Openshaw-0307
	1978_Openshaw-0308
	1978_Openshaw-0309
	1978_Openshaw-0310
	1978_Openshaw-0311
	1978_Openshaw-0312
	1978_Openshaw-0313
	1978_Openshaw-0314
	1978_Openshaw-0315
	1978_Openshaw-0316
	1978_Openshaw-0317
	1978_Openshaw-0318
	1978_Openshaw-0319
	1978_Openshaw-0320
	1978_Openshaw-0321
	1978_Openshaw-0322
	1978_Openshaw-0323
	1978_Openshaw-0324
	1978_Openshaw-0325
	1978_Openshaw-0326
	1978_Openshaw-0327
	1978_Openshaw-0328
	1978_Openshaw-0329
	1978_Openshaw-0330
	1978_Openshaw-0331
	1978_Openshaw-0332
	1978_Openshaw-0333
	1978_Openshaw-0334
	1978_Openshaw-0335
	1978_Openshaw-0336
	1978_Openshaw-0337
	1978_Openshaw-0338
	1978_Openshaw-0339
	1978_Openshaw-0340
	1978_Openshaw-0341
	1978_Openshaw-0342



