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CHAPTER 1

INTRODUCTION

In some countries, educational researchers marked the new millennium by reviewing
the history of “Education” as an academic discipline, mapping the research undertaken
by its protagonists, and exploring their research experiences (Fisher et al., 1999). Around
this time too, some of the national educational research associations that had been set up
in the 1970s in various parts of the world commemorated their first 20 or 30 years.
December 1999, when I completed the field-work for this project, marked 20 years since
NZARE had held its inaugural annual conference at Victoria University of Wellington
(McDonald, 1980). As I searched for the names and dates of local Education PhD'
graduates, I realised that it was 50 years since the first of these students had enrolled in
their doctoral studies. By the early 1990s, 40 years after these pioneer students had
graduated, the first New Zealand professional doctorates EdD degrees — had been
introduced. In Australia, whole conferences were being held on professional doctorates
specifically (Maxwell and Shanahan, 1998) and on doctoral education more generally
(Kiley and Mullins, 2000). As new models for doctoral programmes were being debated,
it seemed opportune to look back at the first 50 years of thesis-only education PhDs in
New Zealand.

I found some local writing on the doctoral experience, including a few publications
and ongoing projects on thesis supervision in general (Grant, 2000; Rountree and Laing,
1996). There were also some brief autobiographical essays on the experience of doing a
PhD in education in New Zealand (e.g. Irwin, 1992; Smith, 1997). Several education books
~ based on PhD thesis projects include reflective accounts by New Zealand authors on

their PhD experiences (e.g. Jones, 1991; Middleton, 1993; Smith, 1999). However, little
historical or empirical work had been done in this country on the PhD in Education.
How many Education PhDs have there been and at which universities? Who were the
students who have done Education PhDs and what brought them into doctoral studies?
What were the topics, theories, methodologies and techniques employed in their thesis
research? What were their experiences of supervision like? How did they organise time
and create space for a thesis in their everyday domestic and working lives? And what
can those who supervise and administer doctoral studies — or who are currently doctoral
students — learn from these experiences?

This study draws on historical writings, bibliographic resources and data from
interviews I conducted with 57 of the 200 or so who have graduated from New Zealand
universities with a PhD in Education. Before introducing the interviewees, it is important
to have some understanding of the settings in which these students lived, worked,
designed and carried out their research. This introductory chapter falls into three parts.
The first identifies literature and concepts that have helped shape this project. The second
outlines the origins of the PhD degree in New Zealand universities. In the third, I identify
the first Education doctorates and explore the growth in their numbers up until the end
of the twentieth century. I conclude by describing the interview process, and introduce
the main themes that later chapters address.
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ON THE SUBJECT OF “EDUCATION"

Research on university education in general, and on doctoral education specifically, has
assumed an increasingly prominent place in educational writing. Such projects have
ranged in scope — from fine-grained studies of supervisor-student relationships to
historical and structural analyses of higher education systems. The “personally” or
pedagogically-oriented studies include resource books for students and supervisors aimed
at improving practice, and autobiographical accounts of the experience of undertaking
and supervising doctoral research (Phillips and Pugh, 1987). The systemic or structural
analyses include historical explorations of higher education as a whole (Readings, 1996)
or of the doctoral degree specifically (Noble, 1994). The more sociologically-oriented of
these structural analyses conceptualise university systems in contexts of economic
globalisation and the focus and funding of university research as increasingly tied to
commercial, professional and political imperatives (Kelsey, 1997). As investors in the
global economy, nation-states, it is argued, “have begun to see themselves as the
purchasers, on behalf of tax-paying citizens, of a range of teaching, research and
consultancy services” (Scott, 1995, p. 80).

Allied to this, say such writers, has been a decline in the autonomy of academic
disciplines as arbiters and producers of what is to count as valuable new knowledge.
Increasingly, research is initiated, produced and evaluated in its industrial and
professional contexts of application, by trans-disciplinary, and often ephemeral, teams
from both private and public sectors. British writers have conceptualised this trend as
signalling a fundamental change in what they call “modes of knowledge production”
(Gibbons, et al., 1994; Scott, 1995, 1998). Such writers describe Mode 1 knowledge
production - the earlier model - as discipline-based and curiosity-driven. In contrast,
they describe “Mode 2” research problems and projects as arising in professional, scientific
or commercial settings. They are not derived from single disciplines or the passionate
curiosity of a single individual. The theoretical and methodological structures of “Mode
2” research do not pre-exist the applications from which such trans-disciplinary projects
spring — “both are improvised” (Scott, 1995, p. 149). Discipline-based, university-bound
models (mode 1) are seen as having lost ground in relation to “Mode 2” projects (Gibbons,
et al., 1994; Scott, 1995, 1998).

In Britain and Australia, scholars have been quick to conceptualise doctoral education
in terms of this dichotomy. The traditional thesis-only PhD - driven by individual
curiosity, and conceptualised as an academic exercise — has increasingly been questioned
as an appropriate apprenticeship for researchers in contemporary settings. A plethora of
new professional and work-place doctorates has been introduced - involving complex
combinations of coursework, portfolios and projects in addition to — or instead of — the
thesis (Kylie and Mullins, 2000; Maxwell and Shanahan, 1998).

In this regard, Education as a university subject is of particular interest because of its
historically ambivalent classification — as both a traditional university liberal arts subject
and as an adjunct to professional training. Tensions between the “pure and applied”
dimensions of Education as a discipline, and its ambivalent status within university
hierarchies, have been the object of many analyses — philosophical (R.S. Peters, 1966),
sociological (Young, 1971), and historical (Fisher et al., 1999). Throughout its short history
as a university subject, Education has also been subject to the influence of, and/or
regulation by, other authorities such as government agencies, professional bodies and
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teachers’ colleges. Educational research — including doctoral research — has straddled
the divide between pure and applied; and between academic and professional. Not all
Education theses have originated purely out of individual curiosity (Mode 1). As Chapters
Three and Four will illustrate, some have been, at least in part, strategic responses to
contractual opportunities provided by government and independent organisations and,
in this sense, may have at least some affinities with the improvised problem-solving
teamwork of Mode 2. This two-fold theory of modes of knowledge production is useful
when exploring how students came to choose their topics, how they arranged funding
and other support, and the uses to which their findings were put.

This model - although useful in helping us think about educational research — was
developed for studying research in general and scientific research in particular. What
further theoretical tools are available to help in framing a study of the doctoral experience
in Education specifically? Here, I have found concepts from the sociology of the
curriculum useful. Such an orientation, as Linda Tuhiwai Smith has summarised it,
enables us to view our discipline “not simply as a way of organising systems of
knowledge, but also as a way of organising people or bodies” (Smith, 1997, p. 193).

Recent work within this tradition has drawn substantially on post-structuralist notions
of “the subject” — or “subjectivity” (Butler, 1997; Foucault, 1982, 1985). The term “subject”
is used here in three, inter-woven, senses. First, it refers to Education as an academic
subject in the sense of a discipline, field of study, or discourse. As Bernstein observed
(1971, p. 57), in formal education it is only at doctoral level that the “mystery of the
subject is revealed.” While academics often think of a discipline or subject as an
epistemological entity (Hirst, 1975; R.S. Peters, 1966), within university bureaucracies
the term “subject” is sometimes used in the sense of an administrative classification -
students enrol in a subject, major in a subject. A university subject may also be a unit of
accountancy - subjects may be allocated staff or funding. The connections between
epistemological categories and administrative classifications may be tenuous. But for
Education they are crucial. One’s bodily location in relation to other scholars — and the
intellectual and pedagogical constraints and possibilities this creates - is influenced, for
example, by whether an institution locates Education in an arts faculty, in a separate
Education faculty, or by whether or not it chooses to amalgamate with a teachers’ college.

Doctoral study has been described as a process of reproducing “subject-loyalty” in
the sense that it is a process of initiation into an epistemological community of scholars.
Less abstractly, it may also involve developing a sense of belonging to a department or
faculty and a sense of loyalty to particular supervisors, groups or factions within a
department (Bernstein, 1971). Education academics sometimes have competing
allegiances to other subjects — such as psychology, philosophy, history, sociology or
anthropology. Some belong simultaneously to several academic or professional
organisations. Sociologists of education, for example, often belong to both New Zealand
Association for Research in Education (NZARE) and the New Zealand Sociological
Association (Middleton, 1989).

From a doctoral student’s point of view, the subject of a thesis may simply refer to its
topic, or object of investigation. This may not sit comfortably within the formalised
categorisations of knowledge. The institutionalised and administrative divisions between
fields of knowledge can, in fact, impede the free flow of students, supervisors, ideas and
EFTS funding, across and between “cost centres” such as departments. As Bernstein (1971)
pointed out, such a pattern of organisation (which he termed a “collection” knowledge
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code) can make it difficult to do trans-disciplinary projects across these divisions (an
“integrated” knowledge code).

The term “subject” is also used in relation to (but not entirely analogously with) the
individual. This notion of the subject is double-sided. In the first sense, it is similar to the
grammatical subject of a sentence - the (autonomous) actor or agent. As the “subjects of
our behaviour” (Foucault, 1985), we act upon the world. We choose our topics and
methodologies and freely engage in doctoral projects. Conversely, the word “subject” is
also used in a passive sense — we can be “subject to” the whims of our supervisors. As
thesis students we are subjected to authority, to degree regulations, to the conventions of
thesis writing within a field, and to examinations (Foucault, 1977, 1982). Judith Butler
urges us to distinguish between the embodied individual (or human person) and the
subject, arguing that the latter is “a linguistic category, a place-holder, a structure in
formation. Individuals come to occupy the site of the subject ...” (Butler, 1997, p. 10).
Examples of such linguistic categories (or subject-positions) include those of competent
doctoral student, linguistic philosopher or independent thinker. These categories pre-
exist — and also produce — us as students, philosophers, and writers. Subject positions
“exist” in texts such as, and everyday practices based on, university regulations,
disciplinary (sociological efc.) conventions, and interchanges between academics in
journals and at conferences.

The term “subjectivity”, then, is useful in this inquiry because it draws together the
discipline, those who engage with it (students and supervisors), and the regulations and
conventions that govern it. As Bill Green and Alison Lee ask with respect to Australian
education doctorates: “What does it mean to be a postgraduate student in education —
that is, to be pursuing advanced research training in education as a field of study? ...
What is involved in becoming, as it were, “subject-ed” to education?” (Green and Lee,
1999, p. 207). To understand the experiences, perspectives and research of PhD graduates,
we need to know something about the universities in which they studied and the nature
of the doctoral qualifications to which they willingly subjected themselves.

ORIGINS OF THE PHD DEGREE

Universities — and the scholarship undertaken within them — “are coloured by the spirit
of the age of their creation” (Scott, 1995, p. 8). Nineteenth century New Zealand
universities have been described as rooted “in the soil of British colonialism and the
early provincial university at Otago and Canterbury College were colonial institutional
sites for the assimilation of a British national culture or civilisation” (M. Peters, 1997b, p.
19). Education was not taught as a university subject in the nineteenth century. However,
the search for a local identity and for an education system that would foster this, prompted
local educational thought and stimulated early scholarship in education by leading
administrators and teachers (Renwick, 1989; Watson, 1979). This emerging scholarly
tendency amongst education professionals created the preconditions for a later academic
educational research culture.

Historians have argued that in Europe the PhD degree was a product of the industrial
age in which scientific research was pivotal. The degree was designed in nineteenth
century Germany as the foundation of scientific training (Noble, 1994; Readings, 1996).
It was introduced to Britain after the First World War — half a century after it had been
established in Germany and the USA. During the 1920s, scientific research “which was
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national (or international) in scope and generally basic, rather than of largely local
significance and applied,” became embedded in British university missions (Scott, 1995,
pp. 141-2).

How did the PhD degree “arrive” in New Zealand? By the 1900s the University of
New Zealand (and its four constituent university colleges) was encouraging local research
and had set up post-graduate travelling scholarships to enable students to study overseas.
It was at this time that the University of New Zealand first experimented with a PhD
degree — an experiment that one historian of the time described as “an ultimate failure”
(Beaglehole, 1937 p. 278). The Senate of the University of New Zealand had first mooted
the introduction of the PhD as early as 1906. At the time, the idea of a Doctorate in
Philosophy awarded across the disciplines was puzzling. For example, Sir Robert Stout
expounded:

... 50 far as T can gather from the proposed Doctorate of Philosophy, it is in fact to
be mainly a Doctorate in Science. Why a Doctorate in Chemistry should be called
a Doctorate of Philosophy and not a Doctorate of Science I cannot understand ...
if we are to have a Doctorate of Philosophy it should be confined to mental and
Moral Philosophy (cited in Parton, 1979, p. 186).

The University’s Board of Studies did not recommend the adoption of the PhD degree
until 1921 (Parton, 1979, p. 186) and it was introduced in 1922. The experiment was brief
and in 1926 the degree was abolished. One reason given for this was “the difficulty of
setting a uniform standard” (Beaglehole, 1937, p. 278). Others have pointed to
administrative problems created by a regulatory requirement that PhD students be full-
time. In 1925 the University’s Senate Recess Committee asked “for a precise definition of
what is required by the section on candidates giving the whole of their time to the study
of their thesis and correlated studies” (Parton, 1979, p. 185). The Board’s reply was to
abolish the degree.

Although there were no local PhDs — in Education or in any other subject — from 1926
until the degree’s re-establishment in 1948, during this time the ground for a local
educational research community was consolidated. New Zealand’s first university
Departments of Education were set up. John Watson (1979, p. 4) described how the 1919
University Act earmarked a sum for Chairs of Education, and in 1920 its selection
committee in London, which included Ernest Rutherford, chose a remarkable Englishman,
James Shelley, to be New Zealand’s first Professor of Education. Shelley’s encouragement
of educational innovation, including the establishment of a psychological laboratory,
have been well-documented elsewhere (Alcorn, 1999; Beeby, 1992; Carter, 1993). Watson
(1979) and Renwick (1989) have described New Zealand educationists” increasing
contacts with overseas visitors at this time, including the 1928 visit of Dr James Russell,
Dean Emeritus of Columbia University. The Carnegie Corporation of New York had
funded this and other important visits. It funded the setting up of the New Zealand
Council for Educational Research (NZCER) in 1934 and - as with similar organisations
in Canada (Fisher et al., 1999) and Australia — continued to fund it for another ten years.

While it was now possible for local Education graduates to do Masters theses in
Education locally (Roth, 1964), from 1926 to 1947 New Zealanders still had to go overseas
for their doctorates. It was, however, possible at this time to submit published works for
a local Doctor of Science or a Doctor of Literature degree. The 1963-67 supplement to the
Union list of theses (Swift, 1969) lists two Litt D degrees on educational topics awarded
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during the 1940s by Canterbury University College of the University of New Zealand. In
1944 John Lawrence Moffat was awarded the Litt D for his publication, An examination of
the criteria of literature, with special reference to the teaching of literature in New Zealand
secondary schools. And in 1948 the Litt D was awarded to George William Parkyn for two
books that he had written for, and which had both been published by, the NZCER: Children
of high intelligence: A NZ study; and Success and failure at the university.

In 1944 and 1945, the re-establishment of a PhD course was discussed at the Senate of
the University of New Zealand and there were debates between arts and sciences faculty
representatives on this issue. Arts faculties argued that the reintroduction should be
delayed until their staffing became adequate to cope with supervising postgraduate
research and scholarships were made available to students. However, the reinstatement
was supported strongly by the sciences and science-based professional schools. They
argued that they were ready and able to supervise doctoral students because “increasingly
in the laboratory sciences at least, group research had been developing” (Parton, 1979, p.
185). A motion that the award be made only in sciences and professional subjects such as
medicine was lost. In 1945 the Senate “amended the Bill to the form it had the previous
year, and the degree was reinstituted without restriction by faculty” (Parton, 1979, p.
186), with research fellowships to be awarded for doctoral studies in each of the four
constituent university colleges. As Parton described it (1979, p. 186):

The introduction of research fellowships played a major part in the great expansion
of research activity from about 1948 onward. The reintroduction of the PhD degree,
at which most research fellows aimed, was justified by results of research carried
out far more than by degrees awarded.

According to Scott (1995, p. 142), it was “during the Second World War and in the years
of post-war reconstruction that universities acquired their present status as the leading
institutions of knowledge production.” After the Second World War, universities in Britain,
Europe and the USA invested heavily in research. Within New Zealand, the science
research students who, during this period, began flocking into one university college
(Canterbury) were later described as a “student elite upon whom in some departments
was lavished the affection and attention reserved normally for domestic pets or favoured
sons” (Gardner et al., 1973, p. 398).

In New Zealand educational research, the universities assumed an increasingly
prominent role. During the 1950s, the Carnegie Corporation provided a “substantial sum”
to stimulate research in New Zealand universities at the expense of independent research
organisations like the Department of Scientific and Industrial Research (DSIR) and the
NZCER:

From a position of having a staffing entitlement, when funded by the Carnegie
Corporation prior to the war, that was 50 percent larger than the average university
department of education, NZCER now fell back steadily to an establishment that
was only a third of the average university department in 1960 (Watson, 1979, p. 6).

The United States Educational Foundation in New Zealand was established in 1948
(Renwick, 1989; Phillips et al., 1989), and visits to New Zealand from American Fulbright
scholars, as well as visits by New Zealand academics to the USA, served to fuel local
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educational research (McDonald, 1989; Phillips et al., 1989). In later chapters the impact
of such visits on local doctoral students will be described by some of the interviewees.

Despite what Watson (1979) and others have described as the lack of a coherent
government research policy, the general political climate of the post-war years was
encouraging to educational researchers in universities. Post-war policy-makers’ visions
for education as a vehicle for the promotion and protection of democracy have been well
documented (Alcorn, 1999; Beeby, 1986, 1992; Middleton and May, 1997), and the place
of science (including social science) was central in this wider project. The 1950s have
been described as -

... the heyday of the technical expert. Science and technology were the engines of
progress. The limiting factor was not the assured availability of money and natural
resources but of human capital. Education thus came into its own both as an
instrument of personal betterment and of economic and social progress (Renwick,
1986, p. 106).

It was during this time — the early 1950s — that New Zealand’s first PhD students in
Education were enrolled. The Hughes Parry Report recorded that “an average of ten
doctorates in philosophy (all faculties) or science, and five in medicine or dental surgery”
were awarded in each of the five years between 1955 and 1959 (Committee on New
Zealand Universities, 1960, p. 21). Two of these first graduates did their theses in
Departments of Education.

DEVELOPMENT OF THE PHD IN EDUCATION

How many PhDs in Education have been completed in New Zealand? What has been
the nature of the growth in their numbers over the years and their distribution across
campuses? It may seem a simple task to count the number of PhD degrees that have
been awarded in Education, but, in fact, determining who has, and who does not have, a
PhD in Education is problematic.

To help with this task, there are three main bibliographic resources. Roth’s (1964)
book, A bibliography of New Zealand education was comprehensive in its listing of
unpublished university research, but did not distinguish between Masters and doctoral
theses. During the 1970s, Keith Pickens compiled a bibliography of Unpublished degree
and diploma studies in education, which was published in instalments in NZJES (Pickens
1975; 1976a; 1976b; 1979). In 1956, the New Zealand Library Association (NZLA), based
at the University of Otago library, published its Union list of theses of the University of New
Zealand (Jenkins, 1956). Still working from the Otago University library, librarians have
compiled a supplement to the original Union List every three-to-five years since then - a
total of 11 supplements. The most recent of these - listing theses up to and including
1997 — appeared in 1999 (Cochrane, 1984; Jenkins, 1956; Jamieson, 1963; Kirkus-Lamont,
1989, 1993; Klemp, 1993, 1997, 1999; Swift, 1969, 1972, 1976, 1980).

Despite having access to such comprehensive lists, I encountered the following
difficulties. There were minor discrepancies between the Pickens and the NZLA
bibliographies — for example, sometimes the dates given for a thesis differed by a year or
two; some theses that were included in the Union Lists did not appear in Pickens’s list
and vice versa. In contrast with the two Education bibliographies, the Union Lists included
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theses from all university faculties. Some theses that  knew had been supervised primarily
in Education Departments (my own for example) were listed under other subjects (such
as sociology). In an informal conversation, a librarian with experience in compiling the
lists explained that sometimes librarians had little to go on other than the title of a thesis
or its abstract. A thesis on education may have been supervised by staff in “other”
departments. Conversely, theses on non-educational topics are sometimes supervised
by Education Department staff. Is a thesis an Education thesis by virtue of its epistemology
(topic, theme etc.) or because of the administrative location of the student or supervisor?

To complicate matters, students sometimes change supervisor mid-stream. A
supervisor may have died, retired, left the campus or even the country. Students may
also have changed supervisor — and sometimes as a result, department — because of
incompatibilities of personality, political or theoretical orientation, or as their requirements
changed as the research evolved. If I became aware of changes in supervision, or shared
supervision across or between departments, I have categorised a thesis as an Education
one if its author clearly identifies with Education as a discipline. The quantitative data
presented in this monograph, although a useful indication of trends, should therefore be
regarded as slightly “fuzzy round the edges.”

The first New Zealand Education PhD was awarded to Brian Sutton-Smith in 1953.
His thesis, written at Victoria College of the University of New Zealand, was entitled
The historical and psychological significance of the unorganized games of New Zealand school
children. Marie Clay (1980, p. 24) has described Sutton-Smith as having “a flare for the
creative and unusual aspects of developmental psychology” and his work as emphasising
“divergent thinking, coping with novelty and aesthetic development” (p. 25). For Sutton-
Smith, wrote Clay, play -

... is much more than the puritanic dualism of Work and Play allows. When one
considers such avant-garde formulations it is little wonder that New Zealand’s
most published developmental psychologist has spent most of his academic career
in the USA. Think of our traditional aversion for the ‘play way!" (Clay, 1980, p. 25).

In 1979, when Clay wrote the paper from which this quotation is drawn (her State of the
Art paper on child development research for the inaugural conference of NZARE), Sutton-
Smith remained, she said, New Zealand’s most widely-published developmental
psychologist. The author of several prominent books, he had been published in debate
with Piaget in an American journal. Clay lamented Sutton-Smith’s departure from New
Zealand. He was, she said “ahead of the times” (p. 25).

The second of New Zealand’s local PhD graduates in Education, Philip Lawrence,
chose to remain in New Zealand after his graduation and enjoyed a distinguished career
here, including holding the Chair in Education at the University of Canterbury. His thesis,
completed at Canterbury College of the University of New Zealand in 1955, was also on
child development and also drew on Piaget’s work, which he described as just becoming
available in translation. The thesis was entitled: The significance of method in intellectual
tasks: A study based upon an analysis of intelligence test errors. A returned serviceman,
Professor Lawrence described in an interview for this project how, in the immediate post-
war years:

Professor Field was always very keen on urging his students on. His great strength
was in supporting students and urging them on to go further. He wanted me to do
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a PhD. He wanted me to go to Britain, to London. That’s where he really wanted
me to go. But he realised that I wouldn’t be going and couldn’t go, so he urged me
to take up this possibility of doing a New Zealand PhD.

For Philip Lawrence, family considerations were important in this decision:

By the end of that year [1950] I had a wife and child. I got a postgraduate scholarship
and normally the pattern in the past was people like me would have gone to Britain
or somewhere, like the group before me — that was the traditional route. I'd been
appointed as a junior lecturer. I wrote to the University of New Zealand and asked
them in view of the fact that I had a wife and a baby and no money, could I defer it
for a year or two and they said “No.” That's why I didn’t take the usual route of
going to London Institute of Education and doing a Ph.D and had to rely on New
Zealand. So when New Zealand brought in local PhDs and allowed staff members
to do it part-time, that was my saviour.

Philip Lawrence’s situation as both staff member and doctoral student was to become a
common pattern. Gardner et al. (1973, p. 398) report that, across all faculties at Canterbury,
in 1962, there were 37 students (as opposed to staff members) registered for the PhD. In
the same year, 29 university staff members were registered. In 1970, the number of students
who were not staff members increased to 124, while there were 54 staff members registered
there. Because of the tendency in Education Departments to appoint former school
teachers to lecturing positions, the trend for PhD students to be members of staff continued
to be exacerbated in the case of Education doctorates in all the universities (see Chapters
Two, Four and Five).

Figure 1 (see Appendix) charts the growth in the numbers of Education PhDs from
1950 to 1997 (the final year for which I could obtain a comprehensive list). During the
early 1960s, growth remained slow. From 1960-64, only one further Education PhD
candidate graduated - Philip Lovegrove, whose 1964 PhD from Auckland was entitled:
A cross cultural study of scholastic achievement and selected determiners. At this time too, the
University of New Zealand was disestablished, and its constituent colleges became
universities in their own right. Subsequent graduates held degrees from these rather
than from the University of New Zealand.

A further eight Education PhDs graduated between 1965 and 1969. Four of these
graduated from Victoria University — Peter Freyberg in developmental psychology; lan
McLaren in The history of NZ education; S.L. Kaviliku on education in Tonga; and John
Barrington on education in Samoa. This period also saw the first Education PhD student
graduate from Otago University — K.H. Melvin in the philosophy of education. During
this period, too, the first two students graduated from Massey University — Ray Adams
with a thesis on classroom interaction amongst adolescents; and H.S. Houston with a
project on boys’ sex-role development. In 1966, the first woman PhD in Education -
Marie Clay - graduated from Auckland University. Clay’s thesis was on Emergent reading
behaviour. As many New Zealand educationists since the 1960s have done (Phillips et al.,
1989), Clay later paid tribute to American influences on this work. In her case, this came
about through the opportunity to visit the University of Minnesota, where she came into
contact with “an organismic model in developmental psychology” (Clay, 1980, p. 34)
which became central to her work on early reading. This early work was the springboard
to an eminent international career and reputation. As Renwick has observed (1989), Marie
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Clay’s work on reading is renowned in many countries, especially in the U.S.A.

The five years from 1970 to 1974 saw 12 more students graduate with PhDs in
Education (11 men and one woman) across the six universities. The University of Waikato
had been set up in 1963 and in 1971 it produced its first doctoral graduate in Education —
L.G. Ord, whose thesis was entitled, Mental tests for pre-literates and associated papers. Like
those of other Waikato doctoral graduates, Ord’s degree was referred to by the Oxford
acronym “DPhil” rather than the Cambridge abbreviation, “PhD.” (By the 1990s, as a
result of market pressure, Waikato fell into line with the rest of the country and adopted
the dominant “PhD” convention.)

By the late 1960s and the early 1970s, universities were experiencing the full impact
of the post-World War Two baby-boom “population bulge.” This had specific, and
multiple, effects on Education Departments. In schools, the post-war teacher shortages
had continued and governments of the day had responded by providing generous
financial inducements to attract school-leavers to programmes of teacher education. (As
Chapter Two outlines, many of those interviewed had availed themselves of these.) The
University of Waikato offered the nation’s first BEd degree in association with Hamilton
Teachers College and other campuses soon followed a similar path (Middleton and May,
1997). All of these developments resulted in a huge increase in the number of students
and staff in university Education Departments:

In 1950 the total number of teaching staff in New Zealand’s four university
education departments was seventeen; in 1960 it was twenty-two; by 1970 there
were six departments, employing 67 teaching staff; by 1980 they employed 107
(Middleton, 1989, p. 52).

As later chapters illustrate, many of these staff did their doctorates “on the job” and
swelled the numbers of part-time doctoral candidates in Education. However, although
the numbers of enrolled PhD students (particularly part-timers) began increasing from
the early 1970s, the full impact of this growth would not be reflected in completion
statistics for another five years or so - the time taken for a part-time student to complete
the degree. In the five years from 1975-79, there were 30 new education PhDs awarded
(23 men and 7 women).

For the next 15 years, numbers remained fairly steady. From 1980 to 1984 another 24
graduated (16 men and 8 women); in 1985-89 there were 32. The influx of women into
academic jobs was reflected in a changing gender balance in Education doctorates — by
the early 1980s, the ratio of male to female graduates reversed and, for the first time,
there was a female majority (14 men and 18 women). This trend - a result of the
“feminisation” of the teaching profession more broadly — would be further exacerbated
in the 1990s. From 1991 to 1994 another 28 students graduated, and of these 19 were
women and only 9 were men (Fig 2).

The 1990s saw dramatic changes in New Zealand higher education generally (Peters,
1997a, 1997b). Government policies of de-regulation and the setting up of the New
Zealand Qualifications Authority encouraged the emergence of degree courses in
institutions other than universities. Colleges of Education, polytechnics and private
providers began to offer degrees and diplomas in teacher education. The statutory
requirement that those teaching in degree courses be active researchers (Woodhouse,
1998) meant that more staff in colleges of education, polytechnics and other degree-
granting institutions sought to upgrade their qualifications (Fergusson, 1999), creating a
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wider demand for doctoral degrees. Also by this time a substantial number of education
professionals in schools and educational management — teachers, principals and
administrators — already had Masters qualifications. Seeking promotions, a change in
occupation, or simply for intellectual stimulation, an increasing number of such
professionals sought doctoral qualifications. They did this despite government funding
cuts and increasing student fees. Following trends in Britain and Australia (Maxwell and
Shanahan, 1998), during the 1990s Auckland, Waikato and Massey universities began
offering New Zealand’s first professional doctorates (EdD degrees). As the research for
this project was being completed, the first of these students were finishing their theses.
Interviewing them, however, must await a later project.

In the three years from 1995 to 1997 (the final year for which a comprehensive list of
theses is available), another 46 PhDs in Education were awarded (29 women and 17
men). These included the first three PhDs grounded in kaupapa Maori perspectives: one
at Otago (Russell Bishop in 1995); and two at Auckland (Linda Tuhiwai Smith Mead in
1996 and Graeme Hingangaroa Smith in 1997).

Bearing in mind the “fuzzy edges” of the classifications of “Education” doctorates
discussed above, I identified a total of 183 Education PhDs that had been completed in
New Zealand universities from 1953 to 1997. Of these, 41 (22%) were completed at
Auckland, 41 (22%) at Waikato, and 37 (18%) at Massey. By the end of 1997, Otago and
Victoria had each produced 24 (14%); and another 16 (7%) had graduated from Canterbury
(Figs 1 and 3). Although my figures for 1998 and 1999 are incomplete, it is safe to say
that, by the end of the millennium, well over 200 “Education PhDs” had been awarded.

While these figures are interesting, to comprehend the PhD experience, we need
qualitative data. As Franz Fanon has argued, “What are by common consent called the
human sciences have their own drama” (1986, p. 22). It is to the drama of the human
science “Education” — as enacted by its PhD graduates — that this project now turns.

RESEARCHING LIVES

My view of this drama is through the spectacles of life-history interviews — an approach
that is now wide-spread in educational research (Bogdan and Biklen, 1992; Casey, 1996;
Witherell and Noddings, 1991). During 1999 I interviewed 56 people (32 men and 24
women) who had completed PhDs in Education in New Zealand. An interview from a
previous project (Middleton and May, 1997) was also included, making a total of 57. Of
those interviewed for this project, eleven had done their PhDs at the University of
Auckland, and another eleven at Waikato. I interviewed nine who had graduated from
Massey, ten from Otago, nine from Victoria and seven from Canterbury.

How do those who have graduated with PhDs in Education account for the
extraordinary commitment that is necessary to complete a doctoral thesis? How do they
explain and describe the desire to know, or search for truth that drives such inquiries?
How and why did they take on doctoral studies? And how did they describe their
experiences of — and perspectives on — the research, supervision and writing processes?

Writing of the of the passion for knowledge that had driven him through the “advances
and detours” of his own scholarly life, Foucault explained that what motivated him

... was curiosity — the only kind of curiosity, in any case, that is worth acting upon
with a degree of obstinacy: not the curiosity that seeks to assimilate what it is
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proper for one to know, but that which enables one to get free of oneself. After all,
what would be the value of the passion for knowledge if it resulted only in a certain
amount of knowledgableness and not, in one way or another and to the extent
possible, in the knower straying afield of himself? (Foucault, 1985, p. 8).

As Bateson has noted, the personal narratives told by adult educational researchers offer
“stories of the evolution of curiosity and attention” (1997, p. i). It is, she argues, “crucial
to the field of Education to understand how curiosity can continue to develop in
adulthood” (p.]). She offers the following insight: “research is one of the activities through
which we continue the processes of learning and exploration so crucial in childhood,
transformed to offer new knowledge to the society rather than knowledge new only to
the individual” (Bateson, 1997, p. i).

A life-history format for the interviews enabled the graduates to tell their own stories
of the “evolution of curiosity and attention.” Each interviewee filled in a brief biographical
form prior to interview. This included their fathers’ and mothers’ (or care-givers’) levels
of education and occupation. In addition, interviewees provided details of the schools
they had attended as pupils; the age at which they had left school; their occupations
upon leaving school; and details of their tertiary education. They identified the thesis
title; their years of PhD enrolment and graduation; and filled in an outline of their
subsequent career — many provided me with a full printed curriculum vitae. The overall
purpose and scope of the project had been explained in the covering letter that
accompanied the formal invitation to participate. I began each interview with a statement
like the following example from one of the transcripts:

In a disciplinary sense this project sits between the sociology of knowledge and
oral history. It's part of a general interest in Education as a field of academic study
and how it sits in the universities ... I'm interested firstly in epistemological
questions — what kinds of research questions, what kinds of theories and traditions
informed your research? Secondly there are the more experiential dimensions of
why you did a PhD, what it was like doing the research and doing the thesis and
the conditions under which you did it. And then finally the pedagogical question
of the supervisory relationship.

Interviews were loosely structured (chronologically) and ranged in length — from 40 to
90 minutes. Tapes were transcribed by professional typists. I listened to each tape and
corrected any errors in the transcript before returning it to the interviewee for comment.
Further changes were made if requested and a final corrected copy sent to each
interviewee as a personal record. After viewing the transcripts, many agreed to allow
use of their real names in the sections on thesis topics and methods (Chapter Three).
Apart from that chapter, and the brief excerpts quoted in this one (above), elsewhere
pseudonyms have been used for all quotations from the interviews.

My framing of the interviews, and analysis of the data rested on the assumption that
a thesis project involves more than individual creativity; that it does not originate solely
in academic books or in disembodied ideas, but is rooted in all dimensions of a student’s
experience. As Patricia Williams has argued, in qualitative research, the personal is not
the same as the private — “the personal is often merely the highly particular” (1991, p.
93). Or, as another researcher expressed it, an individual’s “scholarly history must be, in
its unique way, part of a history of the profession itself” (Neilson, 1998, p. 7). The PhD
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theses on library shelves bear traces of the settings in which their authors lived and
worked - biographical, familial, institutional, cultural, historical, political and
geographical. What it is possible for individual researchers to ask, the methods with
which it is possible for them to inquire, and the templates for what counts as “academic”
vary over time, between and within institutions. My approach to the interview transcripts
is to treat them as more than personal stories and my mode of analysis is not that of case
studies of individuals. Instead, I have “read across” multiple texts — hundreds of pages
of interview transcripts alongside historical and bibliographic records — an approach (as
later chapters will explore) known as “discourse analysis” (Foucault, 1980b; Popkewitz
and Brennan, 1998). I entered the edited transcripts into a NUD*IST computer data-base?
which I created in a form that enabled multiple readings “across” transcripts. I read
them, for example, historically (according to the years in which the thesis was produced).
I read them epistemologically (by thesis topic or sub-discipline). And I read them
according to the questions I had asked, and the themes of each of the following chapters.

As the researcher of this project, and the author of this monograph, I am not merely a
detached observer, but a part of what I am studying (Middleton, 1993). I hold a New
Zealand Education PhD; I have worked with many of those interviewed; we share
membership of professional organisations. Stories told in interviews are affected by
interviewees” degrees of trust in the interviewer; their willingness or ability to delve
into what can at times be emotionally fraught (or blocked) memories. Stories are
influenced by how the interviewee, and also the interviewer, is feeling at the time of the
interview — stressed, pressed for time, preoccupied, relaxed, etc. What interviewees tell
interviewers also depends on their interpretations of the questions asked; their readings
of the scholarly fields; and the institutional or professional conventions that shape such
research projects.

Similarly, my analysis of the data is biographically and socially “situated.” It is
influenced by the texts available to me at my time and place, the texts that attract me, the
texts I reject (Britzman, 1998). It is shaped within the constraints and possibilities afforded
by the conceptual resources of the fields of study that inform my theoretical and
methodological orientation (Foucault, 1980a). It is influenced by the form of the electronic
NUD*IST software program that I have used to code the transcripts into a data-base
(Haraway, 1995; Poster, 1995). It is constructed in terms of the ethical and other
conventions to which my professional and institutional allegiances commit me. And it is
influenced by inter-personal considerations - including the fact that I am researching
and writing about the very networks of collegial relationships that sustain my own work.
It also surfaces from the emotional underworld and sense of relevance suggested by my
own psyche (Britzman, 1998; Butler, 1993; Ellsworth, 1998). Like those I have interviewed,
as a researcher and colleague I, too, am “subject-ed” to Education.

How and when do people become attracted to the scholarly or researching life? When
does the passion for knowledge begin? Chapter Two introduces the interviewees as
children and follows their stories of the evolution of their curiosity up until the time of
their enrolment as doctoral candidates. Chapter Three explores “how curiosity can
continue to develop in adulthood” by studying the thesis projects — their questions and
topics; the theories and disciplines on which they drew; and the methods and techniques
employed. Chapter Four explores the pedagogy of supervision and the support systems
students had available to them on campus. In Chapter Five, the candidates discuss their
management of time and space — in their homes and families, in their work-places, and
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in the “secret places” in which some of them thought and wrote. Chapter Six takes the
students through the examination process, explores the significance of the doctorate in
their lives, and traces some trajectories for future inquiry.

FOOTNOTES

1. Thave used a capital ‘E’ for Education to refer to Education as a discipline, or field of
study, and a lower case ‘e’ to refer to the process of education.

2. Non Numerical Unstructured Data — Indexing, Searching and Theorising. NUD*IST
is produced by QSR International Pty Ltd, La Trobe University, Melbourne.
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CHAPTER 2

CANDIDATES AND QUESTIONS

How do Education academics describe the beginnings of the desire to do research? How
do we develop the tenacity and the work habits that enable us to see projects through to
completion? How do we explain our fascination with certain topics or problems — the
processes by which “we come to attach ourselves to as well as to ignore particular ideas,
theories and people” in educational theory and research? (Britzman, 1998, p. 16). As
Britzman has expressed it (1998, p. 5), “how does education live in people and how do
people live in education?” We need, she argues, to explore “matters of love and hate in
learning” (p. 5). These, she says, are the key to unravelling “what attaches the psychical
to the social and the social to the psychical” (p. 5).

The research questions posed by adults may not emerge only from problems posed
in academic texts, or the fads and fashions of academic disciplines. They may also spring
from seeds sown in childhood, and be rooted deep in the multi-layered strata of
biographical experience. Maxine Greene writes that: “rationality itself is grounded in
something pre-rational, prereflective — perhaps in a primordial perceived landscape”
(1995, p. 52). With respect to the theories espoused by educators, she observes that —

On the original landscape where an individual is grounded, where her or his life
began, there is always a sense of consciousness being opened to the common.
When we are in the midst of things, we experience objects and other people’s
actions corporeally and concretely. And, despite the distancing and symbolising
that come later, the narratives we shape out of the materials of our lived lives
must somehow take into account our original landscapes if we are to be truly
present to ourselves and to partake in an authentic relationship with the young.
(Greene, 1995, p. 75)

Conceptualising my 57 interviewees as what Greene called “situated beings”, this chapter
will sketch the emergence of some of their key research questions and related theoretical/
political concerns as they described living them from childhood up until the time they
enrolled for their doctorates.

GROWING UP

As adults, we speak our childhoods through the conceptual apparatus of our adult
knowledge. Terms like race (or culture or ethnicity), class and gender often occurred
spontaneously during the interviews to categorise aspects of childhood and later
experience. In everyday life, such categories are used in multiple settings — by state
bureaucracies, by social scientists, and in everyday commonsense speech. As Hacking
(1991, p. 194) has expressed it, “The bureaucracy of statistics imposes not just by creating
administrative rulings but by determining classifications within which people must think
of themselves and of the actions open to them.” Our childhood experiences of social
class, ethnic, gendered and religious affiliation can underlie, and resonate with — in
multiple and complicated ways — the political, and academic theories that attract and
repel us as adult educational researchers.
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The majority described families of origin that — allowing for the changing status of
occupations over the 50 years studied — would be (or would have been at the time)
classified as working-class or lower middle-class. Many spontaneously described their
families as “working-class” or “lower middle-class”.! Simon, a post-war baby-boom child,
told of his youthful passion for economics at school and related this enthusiasm to his
family’s class location —

I'loved economics. I thought here was a vehicle with which one might change the
world a bit. I saw that economics was a tool for shaping policy. My family was a
working-class family and a Labour Party family. I remain a member of the Labour
Party to this day — not without some misgivings along the way! So I had an initial
sort of socialist economic perspective on life. I enjoyed it at school. T had an excellent
teacher, though I didn’t admit to that for a long time because I came to see the
school I went to as a bastion of middle class values. I had a difficult time there in
some respects, but it changed the way I saw things.

Simon was one of five interviewees who spoke of the importance of a Catholic upbringing
in the formation of their “quest for a better state of things for those we teach and for the
world we all share” (Greene, 1995, p. 1). Another example of this is Perry, whose parents
had attained a more middle-class level of income and status. He too had taken his family’s
core values through into his teaching and later research and spoke about -

The social justice thing — I was brought up a Catholic and that is a very powerful
thing. I have thrown away a lot of it now, but that side of it I think has definitely
coloured so much of my work ... I have always had a kind of concern. Being
schooled in Catholic schools, I think you do get a sense of being taught that
everyone should be on the same level. There is an egalitarianism - that’s the
rhetoric, anyway!

Gordon described a similar philosophical legacy from his childhood dynamics of class,
Christianity and politics. His background, however, was not Catholic, or working-class

Both my parents were in business and were successful in a very poor area of the
city — very working-class. I came from a fairly privileged background. I got to see
the sacrifices that they had made for other people and how they did a lot for their
community and were respected for that. They were very political people, Labour
Party, very political ... Very passionate, very caring. They’d do anything for you,
and then, at the end of the day, they might begin to think about themselves. They
would always put other people first. It is really a Christian way of living, without
their being devout Christian.

One of the younger interviewees — one of the few whose parents had degrees and
professional occupations — traced his enthusiasm for liberation politics to his Catholic
family —

My parents were interested in social issues. They were quite active in church politics
...They were involved with those people pushing social issues in the church when
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there was a lot of radical stuff going on in the Catholic Church before the Vatican
swung around the other way. So I suppose that would have been an influence.
And my parents had been involved in early anti-tour stuff and anti-apartheid stuff;
were CORSO supporters [an overseas aid organisation] and stuff like that for a
long time and so there was a bit of a feeling.

Although he had won a scholarship to a Catholic secondary school, his parents had “given
it back to the school.”

Themes of what one interviewee called “service to the community” came through in
many of the interviews and, for some, strongly influenced their later decisions to go
teaching. Four of the interviewees had dreamed as youngsters of a religious life. For
example, Ralph, one of the older interviewees, explained that —

I always i.od a philosophical bent of mind right from the beginning and was very
interested in religion and theology and Christian religion. I formed the opinion
during my secondary years that I would like to be a missionary. My father, who
was a man with his feet on the ground said, ‘That’s all very well, you may well do
that, but you should get a solid qualification first in something in case it doesn’t
work out — in something which would be useful.” He suggested I ought to get a
qualification in teaching.

Barry, whose father was a minister in a protestant church, stated that “Right from a very
early age, certainly about aged eight, I was very committed to following a theological
path”. Similarly, Lionel, a Catholic, explained that he —

Felt that I had a vocation. I felt I did. My sister was in an order ... I thought, well
you know she’s done it, I might as well do it too. I did want to go but I didn’t want
to go unqualified 'cause I had this nagging thing in the back of my mind that what
happens if you don’t succeed? And I knew I'd always be a teacher.

One of the Catholic women, Mary, “seemed to be destined to be a teacher from the time
I was about 12, when I actually wanted to be a nun ...  wanted to go to the novitiate that
young untrained novice nuns went to. I wanted to do that rather than go to the local
secondary school, but my parents didn’t want me to.”

Two of the younger men explained that they were influenced to go teaching by their
church work in the sense that -

Growing up in a religious environment you tend to get into youth groups and
stuff like that. I went to Boys’ Brigade and all those sorts of things so you got a
sense of working with other people and I went to leadership courses and things
like that so I guess my religious background almost pushed me ...

In contrast, Rachel grew up in a strict protestant home in which religious austerity was
combined with a strong working-class anti-intellectualism. Her strategy was intellectual
rebellion -

My parents never read books, we didn’t. Reading was a real treat and weren’t
really supposed to read at home. My parents were fairly religious. You were
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supposed to be doing something around the place to help and reading is sitting on
your bum doing nothing. So I used to lock myself in a wee upstairs room and
read. I loved reading and I think perhaps that’s why I loved English. So I did English
and it was such a breeze.

Parental valuing of education in working-class families varied and sometimes
reverberated down the generations. Anthony described a grandfather who had not
attended a secondary school. He recalled —

Very clear memories of a sense of academic frustration ... So in some ways there
was always the sense of growing up in an environment where education was quite
highly valued. There were always discussions at meal times on politics and my
grandfather was an early member of the Labour Party so there was that sort of
background. He knew some of the early suffragettes. He was born in 1888 and he
grew up as a young child in that environment. I think I was always challenged by
him intellectually. He often said that he was living his life through his grand-
children.

Jody, a passionate reader, spoke of her distress when her financially-stretched family
moved away from a city library and, because they had moved to an outlying borough,
would have had to pay to use the city library. Suddenly there was “limited access to
books and I remember just constantly re-reading the same books over and over and over
and over again.”

In some families, cultural politics — including racism - in their communities wove
into the children’s psyches. One of the Maori interviewees described how -

We were an extremely politicised family. Our mother was very political ... The
local politics and the racism, I guess, was very in those days against solo parents,
which wasn’t a great situation for our family to be in. So there were all of those
kinds of things which I think were very influential in how we thought. You only
have to look at my brothers and sisters and what they’re doing and how they
interact politically with the world — you can see that there is a fairly common
thread there. So we were politicised.

Race-relations issues in childhood were also described by some Pakeha as foundations
of their adult intellectual and political concerns. Kate’s family relocated when she was a
child -

It was only a township of about 200 people, but it had a really high proportion of
Maori people living there. So that was my first experience of living in the
community and having a lot to do with friends with close Maori connections.
Socialising and special events of the community were shaped by having a hangi
for celebrations and things like that. I loved that and I think that was really
formative in terms of shaping my sense of what it meant to live here in New
Zealand.

All four of the Maori and Pacific Islands doctoral graduates interviewed described their
academic success as generated by and on behalf of their communities rather than as
primarily an individual achievement, as in the following example -
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During my class 5, which is equivalent of standard 3, there was a competition in
our island. I somehow won the competition. It was a mathematics competition
and in terms of my own performance in mathematics I was encouraged by the
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