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Abstract

This research examines how eight New Zealand women kindergarten
teachers experienced their lives, personally and professionally, in relation to
the restructuring of education that took place in New Zealand between 1984
to 1996. Drawing on life history interviews with the teachers, and using the
theoretical ideas of Foucault as a 'tool kit' - an aid to analysis - the teachers'
stories highlight how their lives were restructured as the kindergarten
service was reformed. Not only were their day-to-day teaching experiences
reshaped, but their personal lives and their subjectivities became reshaped
and reformed. This study has examined the macro- factors at work on the
micro experiences of the kindergarten teachers, and in so doing the
governing of teachers from both within the system and from without
become clear. The teachers' stories enable a view of the early childhood
education restructuring to be reconceptualised addressing the philosophies
of the kindergarten service and the professional and personal commitment
to early childhood education which the eight teachers shared.

Preface

Since I began this thesis in 1994 the early childhood sector and early
childhood research has changed immensely. When I began this research
postmodern thought and early childhood research or practice were not often
spoken about together. The early childhood sector was one which looked to
developmental psychology, and more recently to sociology, for research and
practice directions. Over the past few years, however, not only has there been
more research which has used postmodern ideas and, in particular the work of
Foucault, but there are now whole books encouraging early childhood
practitioners to reflect on their practice and for policy makers to reflect on their
work, with the support of postmodern critiques (Dahlberg, Moss, & Pence, 1999).
Postmodern perspectives are now a relevant and useful addition to the early
childhood research community (Alloway, 1995,1997; Burman, 1994; Cannella,
1997; Dahlberg, et al., 1999; Davies, 1989; De Lair & Erwin, 2000; Duncan, 1999;
Loveridge, 1990; Lubeck, 1996).Likewise, the use of narrative and voice in
education research, and in particular the experiences of women teachers has
increased since this thesis began (Middleton, 1998; Middleton & May, 1997).
These changes mean that some of the original reasons why I undertook
this research in the beginning, that is the lack of research and writing which used
postmodern ideas in early childhood and explored the experiences from the
teachers' own perspectives, have been addressed elsewhere in a variety of
different writings and research in education. It also means that this thesis is now
an addition to the postmodern writing on early childhood rather than beginning a
narrative as I had envisaged. But these changes do not undermine the worth or
value of this thesis. Indeed, they validate both the intent, methodology and
context within which this thesis has been constructed.

The study of eight women kindergarten teachers in the New Zealand
context through the 1980s-1990s offers a world view which at times reflects other
writing on women teachers, policy effects et cetera, but also adds new
understandings about the lived contradictions and the experiences of being a
kindergarten teacher.
While the contexts the teachers discuss are now dated, the experiences and
insights whch can be gleaned from them are as relevant for today as when the
interviews were first carried out. However, while tkus thesis has a more reflective
'looking-back' nature than I had envisaged when I began in 1994, the reality of the
personal changes in my own life has meant that the construction of this thesis has
mirrored the experience of many women who, by necessity, balance work and
familial responsibilities. Indeed, the lives of the teachers in h s thesis demonstrate
similar patterns.
These current changing contexts include a change of govenunent and
political will (Labour-Alliancegovernment 1999-). While the intent in the
manifesto of both coalition parties is supportive of the early childhood sector and
declare intentions to turn around many of the decisions made under the previous
successive National governments, this has yet to be seen. However, the feeling
within education has changed - hope and optimism have returned to many
teachers' narratives (informal personal communications). While political will is
important by itself, it may not be enough and the messages which the teachers
leave us with in this thesis are still as appropriate as when they were recorded.

I wish to acknowledge the support and encouragement which I have
received over the seven-plus years since this thesis began.
Firstly, I wish to acknowledge the eight kindergarten teachers who gave of
their time, their thoughts, and their lives. This would have not been possible
without the support of their families who shared their 'mother', and

'wifelpartner', with me, and in some cases fed and housed me more than once.
These eight teachers contributed more than just their interviews by being
involved with the extra reading and thought which they put into the issues
surrounding this thesis between 1994 and 1997. I thank them for their time,
energy, and their faith in this thesis as a vehicle for raising important issues.
I could not have undertaken nor completed this thesis without the
continual support, and encouragement of my partner, Frank Hakkaart, and my
parents Beverley and Irvine Duncan. Their support in my personal life has
enabled this project to reach completion.
My supervisors, Dr Peter Rich and Dr Mark Olssen, have worked alongside
me through a variety of personal circumstances which would test the patience of
any supervisor. I thank them for their constant encouragement and the 'prods' to
keep me writing at the most difficult times. I wish to thank my colleagues from
the School of Education and the Children's Issues Centre (University of Otago),
and those in early childhood research, both within New Zealand and overseas,
who have helped me to see the importance of this research and have continually
encouraged me to persist with this thesis and share my research with the
education world.
I wish to thank those who have helped with reading and commenting on
various parts of my work over the seven years, to Suzanne Hakkaart who helped
with transcribing the interviews, and Brigid Feely for her editorial advice.
I wish finally to acknowledge the funding I received over the project which
has enabled me to carry out this research and without which I would not have
been able to undertake postgraduate study: the Blair Trust Postgraduate
Scholarship; the University of Otago Humanities Division Research Grant; the
University of Otago Postgraduate Award; the Harriet Jenkins Award (New

Zealand Federation of University Women); and the Rosemary Seymour Research
and Archive Award (Women's Studies Association, NZ).
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Chapter One

Introduction
Where to start is the problem, because nothing begins when it begns and nothing's
over when it's over, and everytlung needs a preface: a preface, a postscript, a chart
of simultaneous events. History is a construct, she tells her students. Any point of
entry is possible and all choices are arbitrary. Still, there are definitive moments,
moments we use as references, because they break our sense of continuity, they
change the direction of time. We can look at these events and we can say that after
them things were never the same again. They provide beginnings for us, and endings
too. (Atwood, 1993, p. 4)
This research examines how eight kindergarten teachers experience their
lives, personally and professionally, in relation to the restructuring of education
that took place during the period 1984 to 1996. The period under review covers
two different governments, from 1984 to 1990 with the Fourth Labour
Government, and then 1990-1996 with a National Government. This period was
chosen as a particularly significant time in education - definitive moments - and
especially for early childhood education, where, as the Atwood quote above
illustrates, "we can say that after them things were never the same again"
(Atwood, 1993, p. 15).
Eight women kindergarten teachers were interviewed by a method
combining life history and focused interview approaches. This method drew
on their life experiences, views and stories allowing for the blend of their work
and their home lives. Where to start is always the problem when the story of a
life commences. Unlike a linear construction of historical dates and events, the
story of a life can begin anywhere. The beginning may never be where the
listener would have expected and the end may never ever be obvious, but each
narrative constructs the meaning for that individual who is the storyteller. This
thesis includes two narratives: firstly, the stories of the eight kindergarten
teachers; and secondly, the story of the research project. Neither narrative,
nor the stories contained within, can be seen in terms of a linear development.

The teachers' stories circled, repeated and spiralled as they strove to explain,
emphasise and create their meanings, as did the development and the final
production of this thesis several years after the interviews.
As other writers have identified, qualitative research is not a static
process but goes on to "deepen and expand as the process is lived" (Cathro,
1995, p. 54). This research is part of my 'lived experience'. It is the
continuation of my research interests, as well as my work experience in and
with the early chldhood sector, teachers and workers. It arises in response to
a perceived need for research within the early childhood research field both
locally and internationally. Indeed, this research has deepened and expanded
from the initial stages of a Master's thesis in 1994, to a Doctoral study in June
1995. Ths changed the whole developmental sequence of the construction of
the thesis and the experience of creating the research both for the teachers and
for myself. In many ways, it helped to accentuate the nature of a life - the life
of this research and the life of each teacher: that of unending change, growth
and reflection.

As the fictional character in Margaret Atwood's story explains, although
the stories of history, or of a life, can begin, repeat, and alter all simultaneously,
individual points of reference become the focus of many of our stories. It can
be argued that these moments provide the opportunities for reflection, for
changes in the way we see and understand ourselves and our lives, that they
provide dissonance (Miller, 1990) and constraints, as well as possibilities and
celebrations.
In terms of this study, the points of reference for teachers in their stories
have been ones of ongoing change, both professionally, in terms of the
educational, policy and economic changes, and personally, with the birth of
chldren, children leaving home, reflections on ageing, and looking ahead to
uncertain futures. These changes, then, became a focus around which the

teachers' experiences and narratives, were constructed and positioned. The
changes and reforms which occurred within the education system worked to
frame these day-to-day experiences of the teachers, as did the wider social and
economic changes, and discourses occurring within the kindergarten service,
and New Zealand in general. Nineteen-eighty-four was a particularly
significant year in kindergarten teachers' lives with the election of the Fourth
Labour Government - an elected Government which vowed support for early
childhood education as one of the main platforms for campaigning in the
election. While this was not where the teachers' stories began, the past decade
beginning in 1984, has been of particular significance in terms of competing
discourses in all realms of the teachers' lives from economic changes, to ideals
of self and identity. While many of these political and discursive constructions
can be seen to impact on the professional work of the kindergarten teacher,
the 'personal' cannot be separated from this, as other writers examining
women and teaching have identified (Casey, 1993; Claesson & Brice, 1989;
Grumet, 1988; Kelchtermans, 1993, 1994; Spencer, 1986; Weiler, 1994) and as the
lives of the teachers here will also demonstrate.
On a daily basis in the media there are reports of dissatisfaction with our

education system. Constantly the voices we hear about education are those
looking from the outside in. This research challenges the outsiders' views and
asserts that it is time to listen to those inside the system. It is time to capture
the lived experiences of these teachers, and present the stories, the
understandings, the interpretations, and the responses to the discourses that
currently dominate in official texts, government agendas and media
statements. It is time to hear the stories from those who are expected to
implement the changes, to make things better, who daily have to deal with the
realities of the children and families who make up the education clientele.
Research which includes kindergarten teachers' lives will provide vital insights
into the gendered nature of the kindergarten profession and career at this time

of change, reform, and re-meaning whle presenting the voices, the
understandings, the interpretations, and the counter-culture (Goodson, 1992a)
response to the discourses that currently dominate .
In using the term 'discourse', I am referring to the notion of a discourse
as used by Foucault (1971). Foucault discusses it in terms of its role in the
shaping of the social world through the production of meaning, knowledge
and power relations which in turn shape our notions of reality, truth and self
(Foucault, 1971,1980c, 1991; Gordon, 1980).
As I undertook this work I realised that I was addressing the notion of
story and voice, not as empowerment in the notion of change and activism
(Mishler, 1986), nor "getting into trouble" (LeCompte, 1993, pp. 14-15),but as
"voice as a form of protest" (Gitlin, 1993, p. 52). Thzs protest takes the form of
outrage at exclusion from the processes of the education reforms from the
origins of these reforms to the implementation and the day-to-day outcomes
and realities; protest at the unfulfilled potential and promises of the reforms;
protest over the perceived lack of power to be heard and to effect current
political, economic and social events; protest at the dominant stories and
discourses being those of politicians, bureaucrats, administrators, the media;
and protest at being excluded from the education debates and the shaping of
the understandings and meanings surrounding these debates.
But this is not the only voice that is heard. This work also develops
voice in the form of celebration and creation of meaning. Celebration in the
achievements of the teachers who have had to work with, adapt, modify,
change, resist, and cope with the structural realities of the world they work in;
celebration by teachers in what is seen as good, possible, rewarding, and worth
continual struggle for; celebration of the countercultural possibilities from
telling one's own story and having it heard; celebration in the change or
reshaping of attitudes and views that may follow the telling of it for both the

teller and all the listeners; celebration in the remaking of history, for the
narrator herself and for the service she works for, and the education field she
believes in; and celebration and protest in the contradiction of being positioned
as both powerful and powerless at one and the same time. These are the
voices of this study.
My voice as author of this study is heard alongside those of the teachers,
both in reflecting with the teachers on their stories and in introducing and
working with the theoretical tools to examine the teachers' words and stories.
In choosing a research method, I decided to use naturalistic and

qualitative approaches in an attempt to capture the feelings, the descriptions,
the words and thoughts of the teachers. To collect data which were primarily
descriptive was my aim. What is presented here is the result of life history
narratives of eight women kindergarten teachers. My objective was not to
discover an objective truth in these teachers' experiences, but to share in the
meaning that teachers themselves had of their discursive positioning and their
resultant experiences as a kindergarten teacher in New Zealand.
At the same time I was aware that the recording in any form of life
story or life history becomes, inherently, a political act. While the narrating
and recording of a life story in itself is a valuable process, particularly for
groups, such as kindergarten teachers, who, in the New Zealand context, can
be seen to have been marginalised, I do not feel that t h ~ process
s
alone goes far
enough. Goodson warns against simply recording the voices of the powerless
as this, he says, runs the risk of "valoriz[ing] the subjectivity of the powerless"
(Goodson, 199213, p. 240), while leaving untouched the constraints and
structural inequalities which locate the teacher's life deeply within structured
educational and social environments. Similarly Gorelick (1992) argues that just
"giving voice", whle it may describe the perceived world of that person,
'voice' alone may confine them within that same world by being unable to

provide the story teller with anything they did not know already (cited in
Sparkes, 1994, p. 108). MacLure and Stronach (1993) emphasise the importance
of resisting the tendency of presenting narratives which:
in seeming to describe teachers as they "really are" simply perpetuates
whatever iconographies of teacher-hood happen to be circulating in the
various professional cultures (research, practitioner, academic) at any given
time. (MacLure & Stronach, 1993, p. 378)
This concern is shared by writers who argue that the re-emergence of
discourses which promote traditional views of teachers may continue to
disempower teachers (Damarin, 1995; Duncan, 199413). Likewise, Opie (1995)
identified how some recent feminist work has valorised women's position as
caregivers (pp. 56-57). Description by itself may not be enough to disrupt
dominant discourses or to move on from offering only traditional positions for
teachers. For this reason, I chose to use methods which allowed for analysis as
well as description, reflexivity as well as opinion, and new creations of meaning
and discourse.
Similarly, I chose to draw on feminist research and praxis as a guide for
this research. As well as being a starting place for a focus on women, gender
and the resultant positioning in society from being a woman (and in this case a
woman kindergarten teacher), it allows an unashamedly political and activist
position from where to create spaces to re-envision, reconstruct and re-make
meaning.
I have chosen to use the terms story and narrative within a life history

framework, as I discovered that the quality of the experiences with teachers
followed a style that more closely resembled narrative and story telling than I
had realised would occur at the planning stages of this study. Following
Connelly and Clandinin's (1990) definitions, I am using narrative to refer to the
experience of construction and inquiry, while I am using story to capture the
content of that inquiry - the construction of teachers' realities through story.

This study addresses the storied experiences of women kindergarten
teachers. In the study of educational reform and change both the gendered
nature of being a teacher and the position of early childhood in the reforms
have been under-researched and under-analysed. As women teachers, and
carers of small children, kindergarten teachers are potentially positioned in a
marginalised and relatively, to other teachers, powerless position.1 This study
is an attempt to begin to address these issues albeit on a small scale. Any study
which examines the distinctive nature and place of early childhood work would
be incomplete without addressing the gendered position of both the personal
and professional aspects of being a woman-worker-teacher. Likewise, the
experiences of being in a "woman's sphere in a man's world" (Cook, 1983, p.
14) should shape any examination.
This research study is appropriate for the new millennium. As I have
already identified, the kindergarten service is changing as a result of the
changing political, social and economic needs and discourses of our society. As
Goodson sees it:
in an era of new reforms and attempts to restructure schools, this literature
becomes even more important. Studies of teachers' lives thereby re-assert
the importance of the teacher; of knowing the teacher, of listening to the
teacher and of speaking with the teacher. (Goodson, 1992b, p. 234)
In terms of analysis in this study I chose not to have full collaboratory analysis
with the teachers as has become an important concept in feminist and other
qualitative research (Butt, Raymond, McGue, & Yamagishi, 1992; Florio-Ruane,
1991; Heshusius, 1994; Lather, 1992; Miller, 1990; Power, 1996; Young & Tardif,
1988). I share the concerns of those who fear that to foist onto others a
significant amount of the work of the research, we as researchers are wishing
"for reinforcement in our work and our concerns" (Patai, 1991, p. 147) .
Similarly, any attempt at collaborative research should not conceal the power

99 percent of the teachers are women in the kindergarten service (Ministry of Education, 2000).

dimensions which exist. It is impossible for those of us who ultimately author
the work to "still our theorising voices" (Bishop, 1994, p. 5) and attempts to
disguise this in the name of collaboration may make us as guilty as positivistic
research in their claims to neutrality. I have attempted a balance between
collaboration, work load, and responsibility in this research. Collaboration
here is in terms of the relationships between myself and the teacher, the
differing expertise we all bring and the continual negotiation of meaning from
the beginning of the research to the final draft of this thesis. As with any story,
and the ongoing nature of this work, the creating and negotiation of meaning
in our lives will continue even after this work has ended, as I hope will the
shared relationships.
This thesis consists of two parts. The first part begins the narrative of
the research study. This section sets out the theoretical tools which will be used
to view the teachers' stories and the narrative of this research. By identifying
the epistemological and methodological standpoints within which this research
is framed, I position both myself and the work, while making explicit the
discourses and thus the power base from which it has been created and the
role that theoretical assumptions play. I have drawn on the definitions used by
Harding (1987) where methodology refers to the theory and assumptions
which shape the research while method, as the 'practical hands-on-how-I-didit', is presented separately. This section also contains a discussion of the
multiplicity of historical, social and political contexts which kindergarten
teachers in New Zealand have been and are positioned within. This will set the
scene of the structural constraints and possibilities w i h n whch the teachers'
stories are positioned.
The second part of the thesis presents the teachers' stories and lives,
with a particular focus on the period 1984-1996. The stories have been
presented in three chapters. The first chapter presents the day-to-day teaching

experiences of the teachers and their experiences of specific education and
management changes; the second chapter discusses their responses to these
changes; and the third chapter examines the personal impact of all the changes.
The thesis concludes with a discussion and conclusion that integrates the
theoretical tools with the teachers' stories. Finally, a postscript reflects on this
study and the political climate since the research was carried out.

Chapter Two

History And Context Of New Zealand Free
Kindergartens

INTRODUCTION
While the period from 1984 to 1996 is under the closest study in this
thesis, a wider examination of the history and context of the kindergarten
service is necessary to contextualise the kinds of questions this research
raised for myself as the researcher, for the teachers' reflecting on their lives
and their work, and for the policy and regulation changes that have
occurred. For these reasons a wider historical and contextual discussion of
the New Zealand Free Kindergarten Service is covered in this chapter.
The free kindergarten service is unique, both in New Zealand and
internationally, in its historical development, its philosophies, and its style of
provision. In this study, the New Zealand Free Kindergarten refers only to
the non-profit making kindergartens which are administered either by the
New Zealand Free Kindergarten Association or the New Zealand
Kindergarten Federation. It does not include private kindergartens,
playcentres or child care centres.
The New Zealand Free Kindergartens (referred to as kindergartens
and the kindergarten service) have been the largest provider of early
childhood education in New Zealand. This has only recently been surpassed
by provision of child care centres. In 1999, there were 598 kindergartens,
catering for 45,993 children which represent 26.7% of children attending

licensed early childhood services (Ministry of Education, 2000) 2. Chldren
can begin at kindergarten from the age of three until they graduate to school
at five3. The younger children typically attend three afternoon sessions a
week, with the older children attending five mornings a week4. The two
other afternoon sessions are designated non-contact time where a wide
variety of other activities take place, such as playgroups, parent work,
programme development, professional development (see later discussion on
survey of non-contact time) (Combined Early Childhood Union of Aotearoa,
199213). Only qualified kindergarten teachers (or their equivalent) have been
employed, and currently teachers must also be registered to be employed.
Until recently (Education (Early Childhood Centres) Regulations 1990),
kindergartens had been staffed on a 1:20 ratio (one teacher to every 20
children), and the typical group size was 40 children in each session.
Changes in the regulations mean kindergartens are now required to have a
1:15 ratio, which has typically resulted in three teachers to a group of 45
children, or two teachers to a group of 30 children, in each session.
Kindergartens are administered by kindergarten associations . These
associations operate as 'umbrella' organisations responsible for managing
the individual kindergartens in their region/ area "in accordance with their
philosophies and Government requirements" (Education Review Office,
1997, p. 11).
A key philosophy of the kindergarten service is to maintain an

accessible, high quality, early childhood care and education service. The

Other major providers are Childcare centres (39.6% of enrolments), Playcentres (9.4%),Te
Kohanga Reo (6.9%), Homebased Childcare (4.1%), and the Early Childhood Development Unit
funded playgroups (11.9%)(Ministry of Education, 2000).
There are exceptions to this whereby a restricted number of two year olds are allowed on the
roll, and a child may stay until they are six years old for reasons of special needs.
4At the time of completing of this thesis in 2000 these patterns had begun to change with
kindergarten in low roll areas offering only morning sessions to all the children, and in some
areas lunch-time support also.

three key elements that support this philosophy are: firstly, fees are not
charged for attendance although substantial fundraising and voluntary
donations are required; secondly, trained and qualified teachers are
employed and supported by a professional team of senior teachers5; and
thirdly, parents and caregivers are involved in the running and management
of the service from the level of parent committees in each individual
kindergarten, through to the association level.
Tracing the history of the New Zealand free kindergarten not only
positions the service in terms of New Zealand history and the New Zealand
early childhood sector, but also demonstrates the continuities and
contradictions of the current position of the free kindergarten service. This
chapter will illustrate how the history both frames, constrains and regulates
the service which is provided in 1990s and frames the life histories of the
kindergarten teachers in this research.

THE NEW ZEALAND FREE KINDERGARTEN MOVEMENT 1880s-1996

The New Zealand Free Kindergarten
The first officially recorded 'free' kindergarten was established in the
depression of the 1880s in an attempt to alleviate some of the effects of the
country's economic depression on the youngest and the most
underprivileged members of society.
The environment in Dunedin in the 1880s was one of concern to many
of the more wealthy residents. As expressed in the Dunedin
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Teacher support team.

Kindergarten Association centennial brochure, Dunedin was no longer the
peaceful flourishing Presbyterian village it had once been.
Dunedin's streets only too readily revealed the extent of the social
problems of the age - drunkenness, prostitution, wife desertion,
larrikinism, a low paid female labour force and an unemployment relief
system which had men leave the cities to live and work in rural labour
camps. (Dunedin Kindergarten Association, 1989, p. 6)
In the 1880s men were often away from their homes and families. The
problems of unemployment often meant that men left Dunedin in the hope
of procuring work elsewhere and being able to provide in some way for
their families (Levitt, 1979). The work available in Dunedin was lowly paid
and predominantly targeted at women. Women were often forced to take
this work, usually factory jobs or similar, to feed their families (Levitt, 1979).
The hours were long and, although the Education Act (1877)had removed
school-age children from the streets, it did nothing for the younger children
who were then left without adult care (May, 199%).
Children became the foci of concern for those residents who
themselves were not struggling economically at the time. The idea that
children could be 'rescued' from the streets and good moral living would be
restored became popular. This belief that education could curb tendencies
which led to larrikinism and, at the same time, reshape the child for good
moral living drove the call for the establishment of a kindergarten in
Dunedin - starting in Walker Street, where there was ample evidence of all
the things 'well meaning' individuals could not help but see. This connection
between the kindergarten movement and social reform not only worked to
support the establishment of the kindergarten but assisted in the ongoing
development and maintenance of the kindergartens as wealthy patrons
received clear demonstrations of the effectiveness of the money they were
contributing to the kindergartens (May, 199%).

From these early beginnings the role of the kindergarten in the
contribution to the well being of society generally, as well as individual
children and families, have been to the forefront of the free kindergarten
philosophies (Duncan, 1994a), and can be traced back to these beliefs that the
"investmentin the child at an early age would benefit the child and/or save
him or her from possible ills" (May, 199%, p. 73).
The first officially recorded free and charitable kindergarten in New
Zealand6 opened in Walker Street, Dunedin, on 10 June 1889 (Hughes,
Lindegren, & Lockhart, 1993; May, 199%). Historians have recorded how,
on the first day, 14 children attended (Dempster, 1986). While one of the
daily tasks for these early teachers was to gather the children from the
streets (Dunedin Kindergarten Association, 1989), May (199%) records that
by the end of the first year the kindergarten had 60 children on the roll (p.
68)'
The ideas and methods of the kindergarten movement became
embraced by those in New Zealand who were looking for a society where
"social disorder was eliminated and there was a good supply of industrious
workers" (McDonald, 1993, p. 323). As the free kindergartens expanded, the
establishment of new kindergartens spread from the 'needy areas', to other
parts of the cities where residents wished their own children to benefit from
this early education.
Financially supporting and maintaining the kindergartens became the
task of the more affluent and advantaged women of this time. These
women, who did not have to take on paid work, poured time and energy
into fundraising, organising, promoting and supporting the free
6 ~ ofurther
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discussion on the range and varieties of kindergartens that have been identified as
present in New Zealand before this date see May (199%).
For a comprehensive discussion of the growth, development and philosophies of the New
Zealand Kindergarten Service I recommend : Dempster (1986); Levitt (1979); May (199%); and
Middleton and May (1997).

kindergartens. McDonald (1993) refers to this work as a "substitute career"
for these women (p. 332). While these women (and a few notable men)
worked hard to establish, fund and promulgate the kindergartens there was
never any intention that their own children would attend these
kindergartens. Instead, children of families who could afford to pay for this
s e ~ c attended
e
the growing number of private fee-charging kindergartens,
which were being run by the increasing number of kindergartenersg at the
end of their training (Dempster, 1986; McDonald, 1993). Thus the original
intent of the senrice was for the kindergarten to cater for those who could
not or were not catering for their own children at home.
This fundraising and support for the free kindergartens, which grew
out of the benevolent fundraising of the more affluent members of society,
shifted over time to the mothers and communities of the local kindergartens.
Communities increased their share and even instigated responsibility for the
fundraising of their individual kindergartens (Dempster, 1986; McDonald,
1993). Dempster (1986) argues that the development of kindergarten
provision was one from 'patronage to parent participation'. Indeed, the
expansion of kindergartens was funded independently by communities,
religious groups and through patronage right up until 1905when the
government made its first grant (Dempster, 1986).

By the 1920s there was increased government support for the
kindergartens in the form of limited funding grants, but there was no
interest in integrating the kindergartens into the state school sector, and the
kindergartens were still seen as a service for the poor (Middleton & May,
1997, pp. 27-28) .
During the depression of the 1930s, the various associations throughout
New Zealand struggled to keep their kindergartens open, despite the
Kindergarteners was the term used to designate a trained kindergarten teacher.

withdrawal of funds from the government. Fundraising, subscriptions and
large amounts of charity which had been employed in the earlier depression,
were re-established to keep the kindergarten doors open.
If the kindergartens were to remain open they had to depend on the
generosity of the public once more. Now, many parents had more
pressing considerations than that of running a kindergarten for their
little children. They accepted with gratitude the efforts of their
benefactors, who were themselves relatively untouched by the
depression, to keep most of the kindergartens open and functioning.
(Dempster, 1986, p. 4)
Teachers accepted lower salaries and, in some cases, no money at all
(Dempster, 1986).
The immediate post-war years saw kindergartens receiving some
government support both ideologically and financially (May Cook, 1985;
May, 1997a, 199%). The Bailey Report (1947) validated the kindergarten as
the most suitable form of early childhood education, emphasising the
educational purpose of the service, the support for easier transitions to
school, as well as the benefit to society of a better adjusted adult (May Cook,
1985, p. 23). Thus, the idea that kindergarten experience was something that
all children would benefit from began to be articulated (Middleton & May,
1997, p. 28).
The Bailey Report also recommended that kindergartens and
playcentres should be a specially administered part of the school system and
thus "absorbed into the state system" (Mitchell, 1997). The Government
accepted the responsibility in April 1948 for funding kindergarten teachers'
salaries, which was a significant step (Heslop, 1990; Mitchell, 1997). The value
of the kindergarten service to the wider society and economic aims of the
government at that time was reinforced formally by the government in
taking this step.

But, still in the 1970s, the view of kindergarten as existing for the
disadvantaged continued to 'rear its head', despite these earlier attestation's
to its value for all children. It was firmly established in both government
policy and social expectations that "normal"families reared young children at
home. The responsibility was firmly in the family unless there were
exceptional circumstances where this family life had broken down.
Commentators have identified how support for kindergartens has
always fitted with society's belief about children, women and child rearing
(May Cook, 1985; May, 1990b, 1992a, 1993; Meade, 1990). Kindergartens
have historically never challenged the myth that 'a women's place is in the
home caring for her children'. The kindergarten has always been seen as
assisting in the education of children, in particular for families where the
mother is seen to be neglectful or incapable of tlus (May Cook, 1985), or in
cases where poverty has meant the parents cannot pay privately for nursery
or nanny support, or private kindergartens (Dempster, 1986, p. 18). The Hill
Report (1971) further reinforced these views by rationalising and
strengthening the playcentre and kindergarten services, but ignored the
social changes whch were occurring and thus continued to exclude and
marginalise alternatives to kindergartens, such as child care services. This
left other early childhood services to develop on an ad hoc basis, meeting
particular needs as these needs arose and always being seen as 'second
best'g.
Finishing School Beginnings and A Gendered Service

The kindergarten associations took responsibility for, and provided
training to, kindergarteners right up until 197410 when all the kindergarten
To trace the historical development of early childhood centres see (May Cook, 1985; May,
1997a, 1997%;Smith & Swain, 1988)
In 1971 the Department of Education undertook to pay kindergarten college costs in the same
way as they provided compulsory school teacher training. While this was a significant step
forward in the short term it caused some severe financial difficulties as the previous shared

training centres closed and the training moved to teachers colleges
(Department of Education, 1982a). Training kindergarteners had been
required to fund their own training. Kindergarten teaching then became an
occupation only for those young women whose families could afford to
support them through training as well as through the early years of
teaching, while there were no salary payments. It was not until 1941that the
Department of Education made student allowances available for
kindergarten trainees as in the same manner as for primary teacher trainees
(Dunedin Kindergarten Association, 1989, p. 9).
Writers have identified how teaching has often been seen, for women,
as a suitable occupation between leaving compulsory schooling and
marriage (Else, 1986; May, 199%; Middleton, 198513). The training to be a
kindergarten teacher was seen as the essence of women's work and would
support their womanly development (that is, home-making).
It trains young women towards home-life - not away from it. It is a
profession full of depth and dignity, far better and far more developing
to their womanhood than an office, shop or tea room. It is the very
heart and soul of woman's work. In making the profession of a
kindergarten teacher possible to the young women of this Dominion ...
you are setting the keystone of a higher social and civic life. (Myers,
submission 1912 cited in May, 1997, p. 76)
This has been, for kindergarten teachers, both part of the profession
but also a hindrance to the profession (May, 199%; Middleton & May, 1997).
The NZFKTA president, Elizabeth Hamilton, pointed out that 'Our girls
are very attractive and none of them contemplates teaching very long.
Consequently, it is rather difficult to get them to take a wider view of
their profession'. (Hamilton, 1952 cited in Simpson, 1993, p. 345)
Dempster (1986) identifies in her history of the kindergarten
movement that, in the period 1889-1939, the typical kindergartener had
evolved "from being a wealthy young lady assisting a worthwhile if quaint
-
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financial commitment from the collective associations was withdrawn, but the money from the
Department of Education was not paid until 18 months later (as a refund) (Lockhart, 1975, p. 108).

charity whilst waiting for marriage, to being a professionally trained teacher,
independently earning her own salary" (p. 143).
May (199%) has argued that the kindergarten service also proved to be
an acceptable form of employment for women outside of the home as well.
It provided acceptable work outside the home for the wives of the wellto-do as philanthropy, and provided further education and an
occupation for the single daughters of respectable families. (May,
199%, p. 73)
The hstory of the kindergarten service and the teachers within the
service demonstrate the gendered context that the service was both created
in and currently operates within. While some writers have argued that
examining early childhood in terms of gender is not the most useful analysis
(Farquhar, 1995), the birth and growth of the kindergarten service has been
tied to the social, political, economic and historical context of women and
family lives as perceived by policy makers, politicians and other decision
makers (May Cook, 1985; May, 199%). By discussing this gendered system,
the context for the teachers interviewed in this thesis can be clarified.
The history of the kindergarten teacher, or kindergartener, has been
filled with contradictions and discourses which highlight the gendered
construction of the position of the kindergarten teacher. May (1997a, 199%)
emphasises that from the beginnings of kindergarten teaching the
philosophies of Froebel (the 'father' of the kindergarten) positioned women
in a contradictory position. Froebel advocated the importance of
motherhood for the development of a child. The teacher of the young
should therefore be a woman who, with appropriate training, would be able
to use her 'maternal instinct' to be the ideal teacher. This motherhood was
too important to be left, as had been the practice, to nurses or wet nurses or
to uninformed minds, as maternal instincts and practices needed to be
shaped and trained. This was to be the beginning of a professional training

programme for women to work with children (May, 1997a, p. 5). McDonald
(1993) refers to the early kindergarten movement as recognising the talents
of two categories of women for kindergartens - "the wives of the well-to-do,
and unmarried women of good education" (p. 329). This description
provides a clear image of who was deemed acceptable to be a kindergarten
teacher.
May (199713) argues that the transformation of kindergarten teachers
from maternal figures responding to the call of a vocation, to a political
activist, did not occur until the 1970s (May, 199713, p. 76). She highlights how
the early image of the volunteer ethic, the ladylike image, the low level entry
requirement of school certificate, as well as the generally young age of the
trainees continued to be 'a barrier to indepth study" (May, 1997a, p. 18), and
the development of a recognised profession.
These differing tensions between prescribed qualifications for
kindergarten teaching, the ideals of a young woman, the developing need
for a "professional class of kindergarten teachers" (May, 1997b, p. 81) and the
charitable voluntary ethic of the associations and the historical roots of the
service frame many of the current issues for kindergarten teachers.
The qualifications needed to enter kindergarten training (the two-year
diploma) was substantially less than other forms of training with the
applicant's minimum qualification needing only to be school certificate from
the 1960s onwards (Lockhart, 1975, p. 109).
There were also difficulties for ongoing training (now commonly
referred to as professional development) and limited access to university
study. Indeed, as early as 1964 proposals were being made to extend
kindergarten training to three years and to integrate it with university
courses (Simpson, 1993, p. 345; Varcoe, 1967). These wishes were not

fulfilled until 1988, when the first year of the three-year integrated training
for early childhood began. While the intent had been for training of 0-8
years (Dunedin Kindergarten Association, 1989, p. 14) this has only occurred
in two Colleges of Education, beginning in the year 2000, for a particular
training course. Therefore, in reality the preschool years of 0-5 make up the
current three-year Diploma and Degree in Teaching (ECE) courses. These
courses were designed to replace the two-year kindergarten training and the
one-year early childcare and education certificate for a Diploma. For the first
time, early childhood trainees had the same opportunity for degree work,
and a new form of training whch incorporated all the new theoretical ideas,

and a generic approach to the training 11.
The Free Kindergarten Associations and Kindergarten Structures

The kindergarten associations have historically had the role of
"establishing and maintaining a kindergarten or kindergartens" (Department
of Education, 1982a, p. 3).
Associations have responsibility to ensure that the programmes in
kindergartens are of high quality, provide a good pre-school experience
for children, their families, and the community at large - the reason for
their existence. (Department of Education, 1982a, p. 3)
This responsibility has involved establishing, managing and overseeing
the local lundergarten committees which, together, constitute the body of
the association in that area; to ensure that the kindergartens under their care
meet the prescribed New Zealand legislation, policy guidelines, regulations,
national and local bylaws; to continue to promote the kindergarten
movement and further establishment of kindergartens; to watch over
government bills and legislation; and to oversee the financial transactions of
-

--

l1 There have been significant changes to training /education for early childhood pre-service
educators, with new degree structures, and a multiplicity of training providers, but as these
changes have occurred mainly outside of the period under closer study for this thesis, I
recommend for a full discussion : May (1996; 1997a).

the association as a body and the individual kindergartens (Dunedin
Kindergarten Association Incorporated, 1996).
Individual associations are made up of parents and caregivers who
have a child at a kindergarten, or on a waiting list of the kindergarten,l2 in
the association area. Each kindergarten elects two parents to represent that
kindergarten and attend the association meetings and one teacher
representative for all the kindergartens under that association, is also
included. The Executive Officers of the association are elected from the
general meeting, and their role is to administer the duties and responsibilities
of the association. Under the changing nature of the associations and the
increase in employer responsibilities and financial accountabilities since 1992,
many associations now have a Board of Management (or Governing Board)
who closely monitor and control the affairs of the association in a business
model, thus excluding the wider membership of the association from the
day-to-day decision making and accountability (Dunedin Kindergarten
Association Incorporated, 1996).
Although the work of running and maintaining the kindergartens is the
responsibility of the individual associations the NZFKU's role in this has,
historically, been significant. In 1926, the New Zealand Free Kindergarten
Union (NZFKU)was formally constituted as the organisation designed to
promote and further the interests of the collective associations around New
Zealand (May, 1997b, p. 62). The ability to have a national base with national
support and national conditions enabled the kindergarten movement to
grow and expand in a way that individualised early childhood centres were
unable to do. The playcentre movement is the only other early childhood
movement which has developed a similar national structure.
l2 There are also procedures for other interested non-parents to become part of the membership,
as well as individuals to hold life membership (Dunedin Kindergarten Association Incorporated,
1996).

The role of employer has always been a significant one for associations.
This has increased in terms of responsibilities and duties during the years
since the establishment of kindergartens but it always has been a source of
'tension' between kindergarten staff, and associations. One case in point is
appointment procedures (hiring and placing of kindergarten teachers in
kindergartens). Kindergarten teachers have many memories and stories of
pre-1984 when associations made appointments without any staff or union
representatives and with seemingly no specific criteria: "The result was that
many subjective judgements were made and the principle of 'the best person
for the job' was not followed" (Combined Early Childhood Union of
Aotearoa, 1992a, p. 3). The establishment of a National Appointments
scheme (1984) changed this. While the appointments decisions still occurred
at a regional level, the NZFKU National Secretary collected the applications
for the advertised position/ s. Criteria for selection were negotiated between
KTA and the NZFKU, and the appointments decision was reached by a
committee with a range of representatives including KTA representatives
(up until 1991), Department of Education representatives (up until 1989) and
employer (association)representatives (Combined Early Childhood Union
of Aotearoa, 1992a, p. 2). While the scheme was not without it faults and
problems (Combined Early Childhood Union of Aotearoa, 1992a, pp. 2-3), it
is generally agreed, from teachers' viewpoints, to have been an infinitely
better scheme than the previous association-based practices. But as part of
the many education and employment changes in the years 1989-1992, these
impacted significantly on the national appointments processes and they
became association based again by 199313.

13See Duncan, (1996,1997) for a full discussion of the changes to employment contract
negotiations.

n$ kindergartener (teacher)
Kindergarten teachers are distinctive in that the profession continues
e predominantly women dorninatedl4. Combine this with the tasks of
calfingfor young children, and kindergarten teachers become a vulnerable
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gr up in the labour market, and a distinctive group in the education sector.
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oJy three-quarters (73%)of the salary of all permanent full-time teachers
ovhr the whole compulsory education sector (Dunn, 1992, p. 35). This is

Fo example, in 1990, permanent full-time teachers in kindergartens received

liI-Led to the fact that kindergarten teachers have to deal with the dual
ste!reotypes of women's work being devalued, and that work they do with
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smell children is something any woman 'naturally' can do. This work has a
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wi e job description and many aspects of h s broad and diverse role
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yohg children and their immediate families, and society more generally

sta ement have their roots in ongoing attempts to meet both the needs of

(deiss, 1989, p. 67).
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The nature, philosophies and history of the kindergarten service has

po itioned kindergarten teachers differently from those in the compulsory
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ed cation sector and the privatised early childhood centres. The following
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&ons describe the changing education environment and its particular
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act on the kindergarten service.
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1 99 statistics showed the 99% of kindergarten teachers were women (Ministry of Education,
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THE CHANGING EDUCATION SCENE IN NEW ZEALAND: THE LABOUR
GOVERNMENT 1984-1990
Introduction
May (1993), amongst other writers, has discussed how the 1984-1990
Labour government came to power with early childhood issues as one of the
major platforms in their pre-election campaign. Not only did they espouse
support for early childhood education itself, but they also articulated the link
between early childhood provision and equity policies for women and work
(May, 1993, p. 15). What was truly revolutionary was that the new
government
proposed to redress some of the funding inequities of early chldhood
services in relation to the rest of the education system, and in particular
of childcare in relation to other early childhood services. (May, 1993, p.
15)
Many commentators on this time reflect that these years, 1984-1990 of
the Labour government, were a heyday for early childhood services (May,
1993; Meade, 1990; Smith, 1991; Wells, 1991). Gains were made across the
whole sector and policies appeared to support and encourage quality and
accessibility in early childhood centres.
Transfer of Childcare Services to the Department of Education
One of the first changes which were to occur was the transfer of
funding and administration of childcare services from the Department of
Social Welfare to the Department of Education in 1986 (May, 1993, p. 16).
While the Minister of Education, Hon. Russell Marshall, was applauded for
this move, it was a move that had begun much earlier. The State Services
Commission Report - Early Childhood Care and Education - (1980) had,
amongst its other recommendations, discussed that there should be a

reallocation of responsibility between the Departments of Education and
Social Welfare with regards to childcare centres and that government should
fund up to 50% of the costs (May, 1993). May argued that the story of the
report's construction was one of "government procrastination and delay"
(May, 1993, p. ll), and when it was finally released it was promptly shelved
by the National Government who were "unwilling to be seen to support
what appeared to be feminist demands" (May, 1993, p. 12). Following the
change of government in 1984, the Ministers of Education (Russell Marshall)
and Social Welfare (Anne Hercus) jointly announced their intention to
implement tkus recommendation. The transfer occurred on 1July 1986
(Brasell, 1986, p. 1).
While the consequence of this transfer was felt most directly at the
time by other early childhood services, rather than kindergartens, it was one
of the first steps needed to begin any form of unification or uniformity in the
wider early childhood sector. Prior to tlxs, the Department of Education had
responsibility for free kindergartens, playcentres, small non-profit making
community and Pacific Island playgroups and a number of special education
groups based in kindergartens and primary schools (Ministry of Education,
1994). Other services had been under the umbrella of the Department of
Social Welfare. The discrepancies between the administration of the different
areas of early childhood highlighted the attitudes that had been held about
the various early childhood centres - one form of early childhood experience
as education (kindergartens and playcentres) and the other as welfare
(childcare centres). The move to unite all early childhood under the
Department of Education heralded a public and political statement that all of
early childhood should have an education, as well as care, emphasis. It also
coined a new term to describe the sector - now all early childhood centres
were part of an 'early childhood sector'. Hopes were high for the
possibilities that this unification could bring about for both those involved in

working in early childhood as well as the governmental officials. As the
Labour government said at the time:
Transfer will bring the range of services under the one Department.
There is now the opportunity for co-ordination and for the
development of a unified and integrated senrice to the advantage of
young children and their families. (Ministry of Education, 1986, p. 2)
While the benefits of &us unification were built on by the educational
restructuring of the Labour government in its second term 1987-1990,
Meade (1990, p. 97) points out that for many years prior to this women had
been calling on policy makers to address the restricted access to early
childhood services, the different treatment of the care and education
services, the inadequate and inequitable funding of services and overall
quality issues in early childhood services.

Kindergarten Staffing Scheme
While kindergarten teachers have been trained since the beginning of
the senrice, the ratio of trained teachers to children had often been of
concern. As research has shown quality in early childhood education is tied
to how many children any one teacher can interact with (Katz, 1992; Katz &
McClellan, 1991; Podmore & Swann, 1995; Smith, 1996a, 1996b; Smith,
Hubbard, Ford, & White, 1994; Whitebook, Howes, & Phillips, 1989). The
ratio of one teacher to 20 children in each session has been an important
issue within the kindergarten s e ~ c e As
. early as 1977, a report had been
presented to the government outlining a scheme to give kindergartens a
ratio of approximately one trained teacher to 13 children (New Zealand Free
Kindergarten Teachers Association, 1989, p. 5). As part of the 1984 election
promises of the Labour government, was a commitment to improved
staffing in kindergartens. They demonstrated a willingness to address this in
1985, when a revised staffing package was developed in negotiation with
KTA, NZFKU and the Department of Education. This package was for two

teachers for every 40-61 children enrolled at each kindergarten per day, 2.5
teachers for 62-75 children and three teachers for every 76-80 children per
day (New Zealand Free Kindergarten Teachers Association, 1984-1990). The
scheme which came to be called "Per Session Unit Staffing Scheme", more
commonly referred to as the PSU Scheme, was intended to be implemented
slowly, initially over an extended period, so that the existing ratios of two
teachers to 40 children per session would be changed to three teachers to 40
children per session. The first major allocation of 80 PSU positions was
allocated in 1986, followed by 10 additional positions in 1987. But no further
positions were announced until 1988, when only 50 extra teachers were
allocated (New Zealand Free Kindergarten Teachers Association, 1989, p. 6).
This was still to leave the service significantly short for the promise of all
kindergartens having three trained staff, instead of two (Davison, 1997, p.
10) and despite a 1989 Labour Government proposed funding package with
a staged plan to fully implement the PSU scheme, it was incomplete by the
time the Government changed in 1990.

The Meade Report: Education to Be More
The years 1987-1990 were the period where policy and legislation
began to address the rhetoric of the 1984 Labour government. This occurred
alongside the general educational administration restructuring. The Picot
Report (1988 - Administeringfor Excellence) was the first overview of
educational administration in New Zealand that included in its brief the
issues involved in the early childhood sector. The pre-election promises of
the Government led to a separate and concurrent review of early childhood
(May, 1990b, p. 103). This review was undertaken by the Early Childhood
Care and Education Working Group (1988), and was chaired by Dr Anne
Meade. As May (1990a) remarked, the working group was not established
in response to the Picot report, but had been convened as a result of the

lobbying of early childhood and women's groups to address the real
problems facing the early childhood sector that the Labour Government had
promised to address (p. 7).
The Picot model, however, was not a foreign or alien document for
early childhood education, as it had many aspects which were already
consistent with practices in the early childhood sector, "particularly the idea
of a partnership between parent / employer/ community groups and the
government, where the main role of the government was to be one of
ensuring standards and of bulk funding the different
services /programmes / agencies" (May, 1990b, p. 103). With the release of
the Picot report the Early Childhood Care and Education Working Group
then attempted to adapt the model to early childhood in a way that would
serve the needs of early childhood and incorporate early childhood into the
bigger education picture. The resultant report Education To Be More became
referred to as the Meade report after the chair of the committee Anne
Meade.
The Meade report was revolutionary in its holistic view of early
childhood and the key role government should play in this. The report
made it clear that early childhood education was not only about providing
good quality education for the very young child, but it was also about
supporting women and of Maori cultural sunrival (Early Childhood Care
and Education Working Group, 1988). The language and the integration of
early childhood education within the reforms of the school sector indicated,
to those encouraged by the direction of the report, that early childhood was
no longer on the fringe. The report was also clear on the role that
government had historically played in the early chldhood sector and set out
its current and future roles. This report was to have far reaching

implications for all of the early childhood sector, not the least being the free
kindergartens.
However, the Meade report followed the Picot model in: emphasis
on community involvement in the form of Board of Trustees at individual
service provider levels (p. vii, pp. 51-56); the presence of a central agency
(the Ministry of Education) to administer funding (p. vii, pp. 58-59) and
negotiate charters (p. 59); charters as a contractual relationships between the
government and the service, and the service and the community (pp. 50-51)
and sharing the other general administrative structures that would apply to
the rest of the education sector (p. 48). Where the Meade report differed
from the Picot model was in incorporating additional structures particular to
early childhood education and the needs of the sector. The key differences
centred around funding, professional support and development, and
accountability mechanisms to the government.
Firstly, the most revolutionary of recommendations was the change
in funding. Early Childhood services were no longer to be funded
differently. All chartered early childhood services were to be funded directly
[emphasis in original document, p. 621 in the form of a bulk grant which
would be "paid in advance on a regular basis" (Early Childhood Care and
Education Working Group, 1988, p. 62). Other funding, such as the
discretionary loans and grants schemes, as well as the chddcare fees subsidy
administered by the Department of Social Welfare, were to continue (pp. vii viii, p. 48, pp. 62-66). The intent was to replace the many complex and
diverse funding grants and subsidies and differing formulae, that occurred in
the early childhood sector, for a universal hourly rate.
The position at the time of the Meade Report was that the New
Zealand Free Kindergarten service, out of the other 25 identified early
childhood services, received the greatest amount of government funds.

Funding for the kindergarten service has always been seen as a grant-in-aid,
rather than as funding as for the compulsory sector. Indeed, the funds
granted to the kindergarten service were referred to as "financial assistance
through the provision of grants for specific purposes" (Department of
Education, 1982a, p. 4). These specific purposes included teacher training,
teacher salaries, subsidies on new buildings, maintenance of buildings,
association administration, kindergarten sessional grants to assist day-to-day
running costs, and additional grants for hardship or special difficulties
(Department of Education, 1982a, pp. 4-5).
The funding received by kindergartens, although the largest chunk
went on salaries (about 85% as cited in Mitchell, 1997, p. 1),covered many
aspects of the service's day-to-day running and professional development
needs. For example: in addition to salaries which were directly paid from the
Department of Education, kindergartens' organising association received:
an administration grant per kindergarten;
an operating (sessional) grant per kindergarten per session;
a special group grant per group;
a building maintenance grant;
special needs funding (to the NZFKU);
administration grant to the NZFKU;
funding to support professional support to kindergarten
teachers.
(Early Childhood Care and Education Working Group, 1988, p. 28)
For this reason commentators have referred to the free kindergartens
as the "flagship of government support for New Zealand early childhood
education" (Wylie, 1992, p. 2). Wylie (1992) identified how the historical level
of government support had meant that access to kindergarten had been
"free". Parents have been asked for donations and are expected to assist in
fundraising, but have never been expected to pay fees. Due to the voluntary
nature of the donation, children attending kindergarten have not been
eligible for the Department of Social Welfare Subsidy whch is available for

children attending child care centres (within particular guidelines and
employment policy initiatives)l5.
The original intention of the Meade Report was to bring all the other
early childhood services to the same funding level of the kindergarten
service (Burns, 1989, p. 5). Meade (1990, pp. 97-99) argued that the
dichotomy which had historically been apparent in the provision of early
childhood services between care and education had been reflected in the
government funding of these services. For example, kindergarten and
playcentres being perceived as 'education' services have received more
generous funding than services that have been perceived to be 'care' or
'welfare' such as child care centres. In tracing the history of funding and
provision of early childhood centres it quickly becomes apparent that as long
as centres posed no threat to the family by presenting home alternatives (full
day care opportunities) they continued to be supported and funded by
successive governments (May Cook, 1985; May, 1993; Meade, 1990). When
this historical division was removed, it had contradictory effects on the
differingearly childhood services, and it can be argued that it has been
experienced in the most harsh and punitive way by the kindergarten
movement. However, at the time the goals of "affordability, accessibility,
quality and equity" were applauded (Early Childhood Care and Education
Working Group, 1988, pp. iv-vi).
While it was immediately obvious that chddcare centres and other
services, which had not been as well funded in the past as the free
l5 The Department of Social Welfare childcare subsidy is for low income families whose child
attends: an early childhood centre licensed (under the Education (Early Childhood Centres)
Regulations 1990); a family day care programme (under the Education (Home-based Care) Order
1992; or a Te Kohanga Reo (chartered by the Te Kohanga Reo Trust). The subsidy can be claimed
for attendance of between 3 and 30 hours a week for children whose parents are: in paid
employment, education or training, or a few selected other special cases, such as serious illness.
Income criteria is applied to those who wish a subsidy for 3 to 9 hours of attendance at a centre.
The subsidy was extended in 1995 to any fee-charging service. For a full discussion see Early
Childhood Education Project (1996).

kindergartens, would receive increased government funding, the Meade
Report warned that kindergarten funding "should not be reduced" (p. 62).
Indeed the recommendation was for all funding levels to be increased. This
was strongly argued for on the grounds of ensuring quality standards in the
sector (p. 4, pp. 67-69); supporting cultural continuity and well-being as well
as honouring the Treaty of Waitangi (pp. 6-7, pp. 38-40); and assisting
families and supporting the changing role of women in today's society (p. vi,
pp. 40- 41). The report calculated that $4 an hour (1988 costing) would
correspond to a realistic funding rate for assisting in quality in early
childhood care and education across all services (p. 67). It was particularly
pointed out in the report that, even though Free Kindergartens were funded
more than other services, they
cannot be regarded as being richly funded now, and simply to maintain
them close to their present level of income would need an hourly
payment of $3.50 .... Any subsidy below this rate would require the
introduction of substantial kindergarten fees, and would probably be
seen as going backwards on early childhood care and education. The
rate of $3.50 would still not incorporate the improved staffing ratio
necessary to attain the standard of quality which we consider vital for
effective early childhood care and education. (Early Childhood Care
and Education Working Group, 1988, p. 68)
Thus, the report made it clear that cuts to kindergarten funding were never
the intention, rather the proposal was to maintain the entire early childhood
sector at "around the current level of support for kindergartens" (p. 69).
Indeed, to adopt the recommendations in the report, the Government would
have to increase its financial investment considerably. May (1990b)
described how this was a differing feature between the two reports with the
Picot report appearing to be about saving money, while the Meade report
was calling for a bigger injection of funds (May, 1990b, p. 103).
An additional agency, called the Early Childhood Development Unit,
was identified to be part of the administrative structure for the early
childhood sector. The report identified the distinctive needs and features of

the early childhood sector (p. 56) and concluded that a free-standing, selfadministering service for continuing developmental support was needed
(pp. 56- 57). The Unit would be quite distinct in its role from that of policy
advice of the Ministry and therefore should be a separate entity. It would
provide a range of services such as: co-ordination between the different
early childhood services; in-service training (professional development);
support of services and managements for writing charters, applying for
loans and grants et cetera; and overall identification and support for local
community needs (p. 57). The report recognised that the majority of
funding for this Unit would need to come from the Pvlnistry of Education as
the clients the Unit would be dealing with - families, home-based caregivers
and local community groups - would not be able to provide the funding on a
cost-recovery basis (p. 57).
Whereas the Picot Report had discussed a Review and Audit Agency
for reviewing schools, the Meade Report recommended that for early
childhood centres the Ministry of Education should undertake these reviews
(p. vii, pp. 58-59). This would not only mean that services would have fewer
central agencies to deal with (p. 58) but also this would support the
Ministry's role in policy advice and development.
We see these regular reviews as happening at least once every six
months. A regular review would consist of one visit from the
ministry's team, followed by a report that made recommendations for
improvement where necessary. (Early Childhood Care and Education
Working Group, 1988, p. 58)
The Review and Audit Agency itself would be a last resort for reviews,
although the Meade Report did see a place for yearly financial audits for
centres undertaken by the Review and Audit Agency to ensure that services
"are not mis-using government funds" (p. 59).

Responses to the Meade Report were mixed. There was unanimous
support from the early childhood sector for increased funding to the sector,
for h s funding to go directly to the service provider rather than to the
users, and for the increasing emphasis on quality and accountability, and the
development of national guidelines (New Zealand Early Childhood Workers
Union, 1988; New Zealand Free Kindergarten Teachers Association, 1988).
But there was also concern and opposition. The concerns raised by the
teacher unions centred around the lack of staff representation on
management and involvement in decision making (New Zealand Early
Childhood Workers Union, 1988, pp. 9-10) and the risks to existing national
structures and umbrella organisations under increased devolution (New
Zealand Free Kindergarten Teachers Association, 1988, pp. 2-4) . These
structures had been supporting existing quality standards, had enabled the
beginnings of industrial safeguards, particularly for kindergarten teachers,
and had worked as important lobby groups (May, 1990b, p. 103). Those
working in kindergartens and playcentres did not have to look far to
isolated child care centres to see the impact of losing national cohesiveness
and collectivity.
But the most vocal opposition came from owners of privately-owned
(for-profit) centres who objected strongly to the Board of Trustees model
with parental partnership as an important part of the management of the
centre (May, 1990b).
Government Response: Before Five

The resultant Before Five document (the Government response to the
Meade Report) had substantial and important differences from the Meade
Report. As May (1990a) discussed:
The more stringent accountability measures which the Meade Report
recommended were lost. The Roger Douglas free market doctrine was
at its height, and Before Five was to reject the recommendation that all

early childhood centres should have elected parent trustees in line with
the model of administration proposed for schools. Instead, Before Five
brought no change to existing management structures. This was
received jubilantly by private providers of early childhood s e ~ c e s
who could continue to receive Government subsides and record profits.
This was the first indication that the Government's own rhetoric of new
accountability was still flawed. (p. 7)
While aspects of the general education structures, supported by the
early childhood sector, were incorporated into the early childhood sector,
such as charters, and bulk grants for funding (Lange, 198813, p. I), by
dropping the Boards of Trustees model and leaving the management
structures intact, the potential for the reforms to truly reflect community
needs, and be accountable to parents and staff, was lost. As will be seen,
these changes indicated particular philosophies which were not in keeping
with the intent of the Meade Report and the politics of the early childhood
sector itself. Mitchell (1995)has argued that this lack of community and
parental input into management of centres is one of the major problems for
early childhood education in terms of accountability, privatisation trends, as
well as quality practices.
Indeed, as early as 1985, May Cook had argued that if centres were to
be in receipt of government funds then parental input into the management
structure should be required: "parents should no longer be relegated to the
role of the silent users and the silent voice in the politics of childcare" (May
Cook, 1985, p. 8).
The Early Childhood Charter

The concept of the charter was as a keystone of the education reforms
within all of the education sectors, including the non-compulsory sectors
such as early childhood education. In keeping with the recommendations of

the Taskforce to Review Education Administration (1988)16, the Early
Childhood Care and Education Working Group supported the charter in the
early childhood sector.
The function of the charter in early childhood was similar to the other
sectors. The charter was explained in the Meade Report as a two-way
contract - between the service (ie. the early childhood centre) and its
community (i.e. parents, whanau) and also between the service (early
childhood centre) and the Government (Early Childhood Care and
Education Working Group, 1988, p. 50). The charter was to have a dual
function. It was to be a written philosophy document of the service, and also
to a d as a quality indicator to make the service eligible for government
funding. Other commentators have seen the intent of the charter as not only
a way for educational establishments to access government funds but as a
means for the government (i.e. the state) to introduce quality control
mechanisms and accountability to improve early childhood education
(Farquhar, 1991a, p. 12).
The charter was intended to allow each centre to capture the
characteristics, philosophies and policies of the particular centre in the
document while incorporating the national guidelines deemed to promote
quality standards, particularly in the areas of "curriculum, staffing, advisory
support and minimum physical requirements" (Early Childhood Care and
Education Working Group, 1988, p. 50). The Meade Report reassured the
early childhood community that there would be considerable room for
flexibility within the charters "as long as they meet standards which will
produce the high-quality service necessary for young children's
development" (Early Childhood Care and Education Working Group, 1988,
p. 50). Thus, it was perceived that the diversity of the early childhood sector
l6 The Report form the Taskforce to Review Education Administration "Administering for
Excellence" became known as the Picot report after its chair Brian Picot.

would be maintained. The Meade Report identified that this charter would
be drawn up by the Boards of Trustees (the compulsory education sector
model) and the community of the service, with the "service's staff and
helpers" (Early Childhood Care and Education Working Group, 1988, p. 50).
The emphasis was on the parents and community developing a charter that
reflected their community and service's needs, philosophies and practices.
With the removal of the Boards of Trustees model from Before Five the
existing management for each service was given the responsibility for
charter preparation. For kindergartens, h s became a fragmented process,
as there were (and still are) two management structures in the service.
Firstly, the kindergarten associations act as an umbrella organisation, while
the individual kindergarten committees have the day-to-day running
responsibilities of their own community kindergarten. At an early stage in
the process the associations assumed management in terms of charter
writing, setting overarchmg policies which all kindergartens were to
incorporate into their charters. This was seen by teachers and local
kindergarten committees alike as undermining the intent of the Meade
report in valuing the needs of individual communities. Some teachers and
committees had seen the charters as a potential for changing their
kindergarten's policies to reflect the parents' and children's needs at that
particular centre which may have been perceived to have been different
from other kindergartens (Ballantyne, personal communication, March,
1989). Other changes between the Meade report and the final government
policy were the softening of the role of parental/whanau input into the
charter and the change of lines of responsibility between charter partners.
For example, if a centre's users were described as "transient and form no
cohesive group", the requirement to consult could be waived and the
charters became a contract between the management of the senrice and the
Minister of Education (Lange, 1988b, p. 26).

Minimum Standards and National Guidelines

Between August 1989 and 1July 1990, the dissolving Department of
Education and then the newly created Ministry of Education required that all
early childhood centres, which wished to receive government funding,
develop a charter. The blueprint for the charter writing and formation was
sent out to centres in the form of the Early Childhood Management Handbook.
This handbook also contained sections on the newly created minimum
standards and licensing procedures (Implementation Unit of the Department
of Education, 1989). It had been written by the "Before Five: National
Guidelines, Charters, and Licences Working Group" which had also formed
to develop the minimum standards for the operation of early childhood
centres, national guidelines, and charter and licensing procedures (Farquhar,
1991a). The handbook arrived at centres in a purple ring binder and quickly
acquired various titles by the early childhood community. These ranged
from "The Purple People Eater", the "Purple Peril " (Farquhar, 1991a, p. vi) to
the "Great Purple Manual " and the "Purple Book" (comments by teachers in this
research).
The handbook had hardly arrived in centres when replacement pages
began to be sent out as the policies were reworked and reshaped. For most
centres, within two weeks of receiving the handbook, the first changes were
made as a result of printing errors when the handbooks were collated
(Implementation Unit of the Department of Education, 1989). In the
handbook the topics for managements of services to consult with to
formulate the relevant sections of the charter were defined as:
the learner (curriculum and programme)
special needs (policies and provisions for mainstreaming)
health, safety and the environment
relationshipH with parents and whanau
Treaty of Waitangi
equity (non-discriminatorypolices and practices)
staff development and advisory support

land and buildings. (Farquhar, 1991a, p. 14)
The charter was also to include sections whch described each individual
centre and its particular community, related how the consultation had been
undertaken and explained procedures for ongoing review of the charter.
The charter was to contain programme philosophy and administrative
statements (Farquhar, 1991a p. 24) which were later called management
plans. These management plans were to meet government specified quality
requirements (Farquhar, 1996).
Even at the initial stages of forming charters there was some
confusion over how individual charters really could be. Firstly, as
mentioned, the kindergarten associations (as umbrella organisations)began
to develop and send out to their kindergartens set policy statements to be
included in each kindergarten's charter (Farquhar, 1991a, p. 24). This left the
individual kindergartens with less sections for input and these sections often
necessitated professional guidance, for example 'the learner' (curriculum and
programme). Teachers were then required to play a larger part than initially
parents, communities or staff had envisaged.
As Farquhar (1991a) also discovered, involving the parents was not an
easy task. Parents did not involve themselves in the process as required
both by the centres and the expectations of the policies put in place by the
Government and this reluctance was often perceived as apathy. For those
who did get involved, the process was not a straightforward or easy task.
Reports in the media occurred around New Zealand, as the level of
involvement by parents exceeded realistic and, one could argue, tolerable
levels. Mary Varnham (1990), in a column in the Evening Post, captured the
feelings of parents at that time when she wrote of her experiences in
working with writing the charter of her children's child care centre. She
titled her column "For childcare parents: trial by charter". At a dinner at the

Fifth Early Childhood Convention, she related how this column had
resonated with many other parents and people working in all areas of the
education system who were feeling "similarly aggravated by what was
going on" (Varnham, 1991, p. 128). In reflection, she felt that she should
have titled her column "torture by charter" as this term was a closer
description of the disorderly process that occurred during this time, rather
than the sense of order that the term 'trial' conveys.
In this, and other factors in the reforms, the discrepancies between
other areas in education and the early childhood sector reared its head.
While charter writing for all services had been an onerous task, the
volunteer ethic which runs the kindergarten service was stretched to its
limits. With no payment, little to no training, and overworked teachers, it is
amazing that the charters were created at all.
When centres had just finished, or in some cases were still working on, their
charters, new minimum standards for buildings and equipment were introduced.
These were to be applied uniformly across all of the early childhood sector and
were to create a huge stress for parents and teachers alike. The introduction of
the Education (Early Childhood Centres) Regulations 1990 caused much hardship in
the early childhood sector. The minimum standards, which centres now had to
meet to be licensed, involved many physical changes in centres - for
kindergartens, new requirements such as nappy-changing tables, dishwashers,
separate cleaners' sinks, higher fencing et cetera; for child care centres, changes to
sleeping rooms, and kitchens et cetera. The demands which these changes placed
in terms of money and energy for centres caused great hardship. Pressure was
put onto the Government to 'water down' the minimum standards which the new
National Government responded to on their election in 1990 passing amendments
to the Education (Early Childhood Centres) Regulations 1990. The changing of
requirements built up resentment, particularly for those centres who had moved

quickly to install and implement the original standards (Lawson, 1990). But once
the dust settled most believed that the changes had been better for the children in
terms of health and safety.

Funding
Early childhood centres, apart from kindergartens, became bulk
funded with the implementation of Before Five. Bulk funding replaced all the
other variations and range of funding and subsidies which had applied
across the sector up to this time. While the funding amount itself was
significant for many services other than kindergartens (100%increase in
some cases - (Early Childhood Education Project, 1996, p. 9)) the new
commitment of universal funding entitlement was the revolutionary step.
However, the slowness of the funding implementation rapidly became a
concern. It had been 'against the odds' (Wells, 1991)that the polices were
carried out, although in a slower than ideal four-year plan. Meade (1990)
related how this slower than ideal four-year plan was the result of battles
between those supporting increased funding for early childhood and those
supporting decreased funding.
The proposal for funding rates for children over two-years old (per hour)
was:
$2.50 in 1991
$2.75 in 1992
$3.00 in 1993
$3.30 in 1994.
(Early Childhood Education Project, 1996, p. 81)
The $3.30, while less than the ideal of $4, was calculated to cover the main
kindergarten operating costs with an improved teacher-child ratio of one
teacher to each 13 children, and in a group size maximum of 40 children
(Early Childhood Education Project, 1996, p. 81).

Under this staged plan then, kindergartens, already receiving a higher
funding rate, were not to receive an increase for the first two years, until the
rest of the sector had come up to the level of kindergarten funding (per child
per hour), and then, all the sector would increase. Thus, in the early months
of restructuring, the funding and operations of the kindergartens changed
very slightly.
Wells, in a keynote address to the Fifth Early Chldhood Convention
in Dunedin in 1991, warned of the precariousness of the newly won gains for
the kindergarten service and for the early childhood sector in general.
What I have presented, highlights the need to be aware of the
influences on, and manipulation of, early childhood education. We
should not be fooled into complacency or acceptance. Whether we like
it or not, early childhood education is a political issue, and we are
subject to the whims of political advisers and commentators now, more
than ever. (Wells, 1991, p. 126)
Wells' words were to ring prophesies as the new National
Government made its agendas and objectives clear for early childhood
education.
A CHANGING CLIMATE FOR EARLY CHILDHOOD EDUCATION: THE
NATIONAL GOVERNMENT 1990-1996
The First Months of the National Government

The year 1990, as Wells (1991) described, was one where the "turmoil
and disruption was beginning to settle down, and the anticipated growth
and development of quality early childhood education was becoming a
reality" (p. 124). The first bulk grant payment had been made to centres (1
February), additional teachers for kindergartens were anticipated (PSU
scheme), charters were in the process of being written, and many centres
had completed, or were working on, the substantial building changes to
meet the Education (Early Childhood Centres) Regulations 1990.

However, within weeks of taking office, the National Government
undermined all the very recent gains made in early childhood. Firstly, the
quality guidelines, which had barely been received by centres for
incorporating into their charters, were replaced by a new document entitled

The Statement of Desirable Objectives and Practices (released 14 December and
now commonly referred to as DOPs) (Ministry of Education, 1990). As
mentioned earlier, these guidelines immediately removed the necessity for
higher than minimum licensing requirements for charters. Not only did h s
immediately lower standards and mechanisms for monitoring quality, but
many people who had been already working hard towards the higher
standards in their charters were immediately alienated. Smith et al. (1994)
argued that this lessening of conditions and standards was to devalue the
importance of the charter as a quality mechanism. The commitment to
hgher quality over and above the minimum standards was lost and "in
effect the only requirement is to meet minimum standards for licensing" (p.
3).
Only a matter of days later, the Government released their December

Economic and Social Initiative. In this package they froze the staged funding
plan for all of the early childhood sector, and halted the additional
kindergarten teacher positions (PSU scheme) (Dalli, 1994, p. 226).
Halting the PSU scheme had serious repercussions for the
kindergarten service. The intention for all kindergartens to have three
trained teachers to each group size of 40 children - for example, one trained
kindergarten teacher to approximately 13 children (Mitchell, 1993, p. 4) was
forgone. Davison (1997), in her study of bulk funding in the kindergarten
service, related how the loss of the PSU staffing scheme was a huge blow for
the kindergartens. On the one hand the 1990 Education (Early Childhood
Centres) Regulations had set a 1:15 staff / child ratio for sessional centres with

children over two years of age17 but without the additional staffing many
kindergartens were still operating on a 1:20 ratio. To gain a licence to
operate and receive funding kindergartens were required to meet this
staffing ratio, but in the interim the "regulations specified certain conditions
under which a provisional licence could be granted and kindergartens which
did not yet meet the required ratio were subsequently granted these
provisional licences" (Davison, 1997, p. 11). This, however, could only be a
temporary arrangement and associations came under pressure to have the
correct staffing ratios by March 1995 (Wylie, 1993).
The 1990 Finance Bill (no. 2) followed swiftly and dealt the next blow
to the kindergarten service (Early Childhood Education Project, 1996, p. 83).
This bill removed the legal impediment to charge fees in kindergartensls,
and, combined with the passing of the Education Amendment Act (no. 3)
1990, allowed associations to charge fees if they so wished (Davison, 1997, p.
12).
The Government also called immediately for a series of reviews of
education. Early childhood was to figure in four of the 17 reviews
undertaken of the education sector - a number quite out of proportion to the
amount of government funding and involvement in the sector. The reviews
were in the areas of property and regulations; funding; staffing, training and
qualifications;and the Early Childhood Development Unit (Dalli, 1994, p.
226). For the early childhood sector these reviews were to raise grave
concerns over the Government's intentions and appeared to signal that
"many of the old arguments [were] rampant and as it has turned out, won
favour" (Wells, 1991, p. 124). These old arguments, Wells refers to, are those
signalled by Treasury to reduce the Government's involvement and
See Regulation 39 (4), Third Schedule, entitled Staffing. The Education (Early Childhood
Centres) Regulations 1990.
Is The 1990 Finance Bill (no. 2) revoked the Kindergarten Regulation (1959) no. 14.

responsibility in early childhood education, alongside the Treasury goals to
establish free market principles in early childhood education, and ultimately
privatisation of the entire sector - including, and especially, free
kindergartens.
The decisions from the 17 reviews called for in 1990 were
incorporated in the July 1991budget without any opportunity for the early
childhood sector to debate or contest the findings. As Dalli (1994) identified,
"the early childhood sector was kept in limbo waiting for the results of the
reviews until the middle of 1991 when they were released as part of the 1991
Budget" (p. 226). This budget was greeted with horror by the early
childhood sector as all gains, so recently made, were seen to be so quickly
lost. With regard to the kindergarten sector the specific key budget changes
were in the removal of compulsory teacher registration for kindergarten
teachers, and the introduction of bulk funding of kindergarten teachers
salaries, announced to take effect in 1992.
The cuts for childcare centres were harsh: reduced funding for the
under two-year olds in centres; staff-child ratios for this same group were
lessened; and lessening of training requirements for the purposes of holding
a centre licence. Sector wide changes from this budget were also very
significant:removal of staffing ratios and equity provisions from charters;
easing of the regulations "to ensure that resources go into learning not
buildings" (Lockwood Smith, 1991, p. 16, cited in Dalli, 1994, p. 228);
introduction of the Parents as First Teachers Scheme; and the stated intention
to make inservice development funding contestable. Mitchell (1993, p. 4)
described these changes as pushing the early childhood sector "back, against
the wall." Ddli (1994) described this time as Cinderella (the early childhood
sector) finding "herself dragged back once more to the cinders" (p. 227) after
a limited period of "attending the ball" (1988-1990) (Dalli, 1994, pp. 224-227).

The impact of these changes were immediate in the whole early
childhood sector and continue to frame current issues for the kindergarten
service.
Kindergarten Funding 1992-1996
The biggest change for the kindergarten service resulted from the
1991budget decision to introduce the salaries component into the bulk grant
and the implementation of this decision. While all aspects of the education
reforms in the compulsory education sector have been systematically
researched (Mansell, 1992; Middleton, 1992b; Middleton & Oliver, 1990;
Mitchell, McGee, Moltzen, & Oliver, 1993; Sullivan, 1992,1994; Wylie, 1994),
bulk funding in the kindergarten service is the only aspect of the reforms
which has been researched in a similar way (Houghton & Wilson, 1993;
Wilson & Houghton, 1995; Wilson, Houghton, & Piper, 1996; Wylie, 1992,
1993). These writers, and others, have argued that bulk funding has taken its
toll in many ways for the kindergarten service (Combined Early Childhood
Union of Aotearoa, 1991; Davison, 1997; Mitchell, 1993; Wylie, 1992,1993).
Bulk funding of kindergarten teachers' salaries was implemented on 1
March, 1992 (in line with all other early childhood services since 1989). This
replaced the central funding of kindergarten salaries and other grants with
decentralised funding given straight to the associations. The associations
experienced a transition period where funding was based on 1991actual total
expenditure (salary and administration funding) with some adjustments.
This funding was calculated on a national average. A two-year phasing-in
time frame was agreed to whereby the transition for funding to the average
rate would be carried out progressively. This progression allowed
associations which had previously received less than the average to be
topped up (an additional three cents per hour), while those which had been
receiving more than the national average lost the equivalent (three cents per

hour per child). This transition period was eventually extended to March
1995 for the averaging process to be completed (Davison, 1997, p. 15).
The period from the Budget announcement up until the
implementation date was filled with negotiations, compromise and conflict.
In summary, differences w i h n the NZFKU led to a splitting of the
organisation into two new bodies the New Zealand Kindergarten Federation
(NZKF) (Auckland, Waikato, Central North Island and Wellington "representing 39% of all free kindergartens in New Zealand" (Davison, 1997,
p. 13) and the remaining kindergartens under the New Zealand Free
Kindergarten Association (NZFKA). As discussed earlier, this fragmentation
of the associations meant that there could no longer be a national service
unless the various associations agreed. The casualties of this became
increasingly clear with the breakdown of the National Collective
Employment Contract (1992); the end of the national appointments and
appeals processes (August 1992); the halting of the professional support
scheme (1992); and the inability to transfer individuals' employment
conditions between associations (1992).
Bulk funding rates for kindergartens continued to remain static based
on the 1991 expenditure ratel9. Davison (1997) reviewing this period
summed it as one where the supporters of New Right ideology would have
been satisfied with the "progress' occurring within the kindergarten senrice.

l9 The uniform rate was decided in 1994 at $2.875 per hour per child which kindergartens where
eligible to claim for a maximum of eight session per week, within a maximum of 320 teaching
session per year and within a 40 week yearly period (Early Childhood Education Project, 1996, p.
83). This was also still significantly less than the $3.50 the Meade report had recommended as
the amount which would maintain the status quo, or the $4.00 that would b e needed for improved
staffing ratios.

Kindergarten Group Sizes
The changes to group sizes had compounded with the new
regulations (minimum standards) which came into force in 199020, as well as
bulk funding. While the intention of legislating a 1:15 ratio was to improve
ratios, funding difficulties have had the effect of driving up group sizes to
maximise government funding (Davison, 1997; Mitchell, 1997; Renwick &
McCauley, 1995). When associations received no increase in funding to
finance this improvement in staffing, many associations looked to increasing
rolls to afford the new staff (Renwick & McCauley, 1995, p. 1).
Mitchell (1993)identified early in the introduction of bulk funding that
associations began measuring kindergartens to see how many more children
the building could hold (p. 7). Thus a kindergarten which may have had a
maximum roll of 40, after remeasuring could suddenly take 43 or, ideally,
4521! While this has increased rolls to 45:45 (i.e. 45 children in the morning
and 45 in the afternoon groups) in many kindergartens it has also meant that
children are entering kindergarten at a much younger age than before. This
adds new problems for teachers as kindergarten equipment and
programmes have historically been targeted at the three-to-five year old age
groups, not younger children.
Increased group size by itself was not necessarily the major problem
but 'bulk funding was the connection between maintaining child enrolment
and group size, that is, the need to generate funds" (Renwick & McCauley,
1995, p. 27). While attendance has historically always been voluntary the
pressure to keep rolls full to attract maximum funding has meant that there
had been higher attendance with children attending more regularly to keep
their place (p. 26), even returning earlier after illness than is usually advisable
*O~chedule3 of the Education (Early Childhood Centres) Regulations 1990 state that the
adult/ child ratio in kindergartens should be 1:15.
21~indergarten
group sizes of up to 45 were allowable from 1994 onwards.

(p. 27). The '9 plus 12' rule adds to this pressure. The March 1996 guide to
funding specified this new '9 plus 12' day rule. This means that a child can be
absent for up to nine calendar days and funding can still be claimed. But
after the 21st calendar day all funding must cease if the child is absent
whether or not they have a reason (Ministry of Education, 1996). While this
means increased work for teachers chasing up children who are absent,
struggling to maintain full rolls, verification of rolls also came to be specified.
This means that kindergarten parents must verify the attendance register at
least once a month (Davison, 1997, p. 23) which creates an additional
administrative load while teachers ensure all parents have signed the
register. Likewise, dual enrolments (commonly referred to as stacking of
the rolls, where more than one child shares a single place on the roll) have
become common place in order to maintain full rolls at all times (Davison,
1997; Houghton & Wilson, 1993; Renwick & McCauley, 1995; Wilson &
Houghton, 1995; Wilson, et al., 1996).
After the tumultuous changes up to 1992, the 1992 and 1993budgets
were relatively quiet affairs for the kindergarten service. While nothing was
gained, nothing was instantly lost either. But general disquiet was felt by the
whole sector when another funding review (1993) was established.
However, the election of 1993 interrupted the process (Dalli, 1994) and the
release of the recommendations did not occur until 1995.
Nineteen-ninety-five did not bring the hoped for increases for
kindergartens. Six kindergarten associations out of 37 were facing deficits
(Mitchell, 1995, p. 1). It is reasonable to argue that kindergartens were the
hardest hit by the 1995budget despite the Government's decision to increase
spending in the early childhood sector (Mitchell, 1996).
The results of the 'Review of Early Childhood Funding', which had
been established in 1993, and was to have its recommendations as part of the

1995budget, were released in a policy directive. The changes were both in
funding and in charter and regulatory requirements. While the changes
proposed to the charter and regulations were seen as positive in terms of
improvements to DOPs and further Education Review Office power
(Ministry of Education, 1995, p. 5), the response to the funding changes had
the potential to be divisive in the early childhood sector. A new rate per
hour per child was introduced. The pre-1995 funding rates for kindergartens
had been $2.875 per hour per child. The proposal introduced a new rate for
the early childhood sector, excluding kindergartens, of $2.50 per hour per
child for children two years and over and $5.00 per hour for children under
two years. This was to be accessed only by those meeting new staff
qualifications, and staff-to-child ratios, for example, those higher than
licensing requirements. Kindergartens were identified separately. They
were encouraged to operate and be funded on the same basis as the rest of
the early childhood sector or to remain separate with the existing restrictions
on funded sessions with a slightly increased rate of $2.90 per hour per child.

In order to achieve higher levels of overall funding, kindergartens would be
required to drop to the lower level of sessional funding, and extend their
operation hours, and/or charge parents fees.
The changes to the funding was seen by the kindergarten service as a
direct challenge to their operation and philosophy. The Associate Minister of
Education, Hon. John Luxton, had no empathy with the concerns raised by
the kindergarten associations. In an address to the New Zealand Free
Kindergarten Association Conference he berated calls for increased funding
to kindergartens identifying that private providers "now offer a similar
service to kindergartens, either sessional or all day, but all receive less
funding on an hourly basis from government" (Luxton, 1995, p. 6). He called
for better management of the funding, and disregarded the claim that fees
would cause financial hardship for families citing the recent growth in Te

Kohanga Reo and Pacific Island early childhood centres who service low
income families as proof

- "if fees were such a deterrent, these two providers

would not have grown as rapidly as they have" (Luxton, 1995, p. 12). The
Minister then proceeded to criticise associations who were "playing politics"
rather than effectively operating their kindergartens (p. 9) and concluded
that he would not marginalise other early childhood sector providers by
offering more to kindergartens which is "hardly fair in my books" (p. 9).
However, NZEI Te Riu Roa (1995) in a submission on kindergarten
funding argued that not only would access to kindergartens be restricted if
fees were imposed, but the goodwill on the part of volunteers may be lost.
Mitchell (1996) has argued that at h s time only an agenda of privatisation
could explain why the Budget announcement was in effect a "freeze"for
kindergarten funding (less than one percent) (p. 87).
As discussed elsewhere, a major funding campaign, jointly organised and
co-ordinated by the NZEI Te R u Roa and the NZFKA, began in response to h s
disregard for the kindergartens (Duncan & Rowe, 1997). To sum up: in a flurry of
activity a petition was presented to Parliament, requesting an increase in funding
for kindergartens22. The response to this petition was an Education and Science
Select Committee hearing where submissions were called for on the topic of
kindergarten funding. Against the rhetoric of the Ministry of Education and Mr
Luxton's signals that no preferential treatment should be given to kindergartens,
the Education and Science Select Committee recommended that the Government
give favourable consideration to an increase in kindergarten funding (20
February, 1996) (Davison, 1997; Mitchell, 1996). But while the govenunent
announced that careful consideration would be given to the issues it noted that
"changes in funding arrangements were made on the basis that all providers

22 There were

1996, p. 87).

over 16 000 signatures on the 263 petitions organised by NZEI Te Riu Roa (Mitchell,

offering a comparable quality of service for equal hours should receive
comparable funding from the Government" (Davison, 1997, p. 23).
As I have discussed elsewhere (Duncan & Rowe, 1997), the reaction to this
by the kindergarten service, including parents and communities, was to continue
the campaign for increased funding. With the change of guard for the education
portfolio in May 1996 with the Hon. Lockwood Smith being replaced by Hon.
Wyatt Creech, and Hon. John Luxton with Hon. Bill English, the early childhood
sector had a new minister (Davison, 1997, p. 24). With 1996 as an election year
and the country's first MMP election public opinion was noted and changes
occurred for kindergarten funding - not once, but three times, during 199623. The
increases indicated that the money had been available for an increase in funding
for the kindergarten service, but that it had been withheld for ideological reasons
(Davison, 1997, p. 27).
Te Wh5riki - The Early Childhood Curriculum

No discussion of the changes in the kindergarten s e ~ c eand
, indeed
early childhood education in general, would be complete without reference
to Te Wh%iki, the first early childhood curriculum document. While the
early childhood sector was responding to reviews, refonns, submissions,
policy changes and constant revisions and alterations which were being
directed from national and government policy, a group of early childhood
advisers and practitioners were developing the first early childhood
curriculum document. Dalli (1994) discussed how the idea of an early
childhood curriculum had its beginnings in the 1980s with a number of
2 3 ~ h e schanges
e
were:
1.1996 Budget announcement: Funding increased to $2.9725 per child per hour, (an increase from
$2.90 to $2.97.25), effective from 1 January, 1997;
2. July: Package : Two options presented: a) Maximum of 320 sessions to be retained and funded at
a new rate of $2.9725 per child; or b) the existing rate of $2.90 per child per hour to be retained ,
with lifting of cap on funded sessions from 320 to 360 per year, effective from 1January 1997.
3. September Agreement: Hourly rate to be increased unconditionally from $2.90 to $3.09 per
child per hour; however the cap of 360 sessions to remain as government policy (effective January
1 1997). (Duncan & Rowe, 1997, pp. 170-171).

inservice courses (p. 247). Middleton and May (1997)describe how as part of
the emerging National Curriculum Framework for the school sectors the
Ministry of Education supported the development of a national curriculum
for children from birth to five. They argue how revolutionary this was as
while governments have always had interest in compulsory school
curriculums this was a new move into the pre-compulsory arena (p. 331).
This approach by the government was treated with wariness by the early
childhood sector. This wariness is understandable considering the amount of
change that was occurring in the sector at that time, and the continuing
policies which were removing the distinctiveness of the various services in
the sector under the rhetoric of 'unification'.
It was with a great deal of relief in the sector when the contract in
1991 was given to Helen May and Margaret Carr, at Waikato University,
both highly respected early childhood researchers. As May and Carr (1996)
reported original wariness gave way to relief when the draft document was
released in 1993. This document was seen not only to respect the existing
diversity but also to affirm "some firmly held beliefs about early childhood
practice; that it was very much a New Zealand statement and not another
import from abroad" and that it clearly resisted any 'takeover' from the
school national curriculum (May & Carr, 1996, p. 5). In the responses to the
draft, the support for the document and its philosophies was very high "with
the vast majority of the respondents supporting the document in principle or
without reservation" (Murrow, 1995, p. 28). In 1994, the Budget allocated
funds for professional development for Te Whihiki, which were carried out
over a three-year period. In keeping with the contestable nature of early
childhood professional development, the contracts were given on an annual
basis to a range of different organisations which carried out a wide variety of
programmes (Lee, 1996, p. 259).

Sadly, the redrafting process of the document came under a series of
political 'raids'. The process was undertaken by the Ministry of Education
and in the final document, released in 1996, "there is considerable relocation,
removal and a changing emphasis coming from political and ideological pens
that are not early childhood" (May & Carr, 1996, p. 11).
Despite the changes, Te Whikiki offers the hope of increased quality
in New Zealand's early childhood experiences. The recent changes to
Charter DOPs and external review processes24 which attempt to incorporate
the philosophies of Te Whikiki could ensure a consistency of quality across
the whole of the early childhood sector. But as the writers of the document
themselves caution:
Te Whikiki was developed on the assumption that early childhood
centres would have the funding and the trained staff to operate quality
programmes. It will not be possible for the aims and goals to work for
children in a satisfactory way under current levels of funding and
minimal regulatory and accountability requirements.... In summary,
'malung a difference' for children will depend a lot on the commitment
and energy of staff and management in centres and programmes, but
unless the structural fabric is in place (adequate funding levels, quality
staffing training requirements) Te W h ~ kwill
i be left high and dry and
remain a document only. (May & Carr, 1996, p. 11)
CONCLUSION
Tracing the historical development and the context of the
kindergarten service over the past 100 years can feel like tracing a circle. It
can be argued that the service has managed to hold onto its philosophies but
has been forced to return to the devolved 'fund-it-yourself' of the 1890s.
For more than 100 years the philosophies and beliefs which the
service has held as essential to its quality early childhood provision - 'free'
access for children and families, trained staff, and parent involvement - have
constantly been contested. Government support for kindergartens in the
24Therevised Statement of Desirable Objectives and Practices were enforced from 1August 1998.

past has been clearly linked to the compatibility of the goals and social ideals
of the time between the Government, society and the kindergartens, and as
is seen in the history of child care services when there is an incompatibility
between the service and the Government agendas then there is no
government support (Cook, 1985; May, 1993,1997b).
The present changes demonstrate that kindergartens are no longer in
keeping with the user pays ideologies and the New Right trends. As
Mitchell (Mitchell, 1997) concluded, a climate of mounting support for
privatisation and an acceptance of user pays sets the scene for all of early
childhood education.
Many of the reforms in 1988-1990 were carried out under a rhetoric of
increasing equity and quality within the early childhood sector. But for the
kindergarten service, the unification of child care and kindergarten s e ~ c e s
under a shared administration, a united teacher union, and an 'equal'
funding regime have had the opposite effect. How and why policy and
practices and developments in services have come about are all highly
political processes "centring on relations of power and powerlessness,
acceptance and non-acceptance" (May, 1997b, p. xi). While some clear gains
for the rest of early childhood can be seen for example, increased range of
childcare centre choices for parents, licensing standards, and quality criteria
which address programmes and children's experiences, the past decade has
seen a move to privatise kindergartens and undermine its 100-plus years of
community service. As Mitchell (1997, p. 4) lists: removal of the legal
impediment to kindergarten charging fees (Dec 1990), kindergarten teacher
registration constantly being contested (removed 1990, reinstated 1996),
halting of the PSU staffing scheme (1991), the introduction of the
Employment Contracts Act (1991), which promoted individual, site and
enterprise contracts rather than national contracts and removed union and

industrial action power and choice; and the imposition of bulk funding on
kindergartens (March 1992); all demonstrate that the New Right agenda has
had full control of the service. One can add to this list the devaluing of
professional training for kindergarten/ early childhood practitioners,
through the multiplicity of providers offering diverse early childhood
training, the introduction of Unit standard qualifications, the processes of
equivalency and qualification points (May, 1996), and the inevitable tensions
between employers wishing to hire 'affordable staff' within their funding
budgets.
Mitchell (1997) argued that there were three aspects to the 'Before
Five' reforms which supported the move towards privatisation of the
kindergarten service along New Right visions. These three aspects were: the
ability for profit-making centres to receive government funding at the same
level as community-based centres (such as kindergartens); the lack of
tagging of that same funding for the different aspects it should cover, such as
operation and staffing cost; and the continuation of the Department of Social
Welfare Child Care Fees subsidy (p. 2).
Firstly, Mitchell discussed that because profit-making centres have
been able to receive the same government funding as community and nonprofit based services, without any 'tagging' or specification of how that
funding should be allocated, this has encouraged private enterprise to grow
within the sector (Mitchell, 1997, p. 3)25. By continuing the Department of
Social Welfare fees subsidy "the government's emphasis on subsidies for the
poor in conjunction with user pays" (Mitchell, 1997, p. 3) becomes a strong
influence in the sector. Without the required parent and/or staff
representation in management there has been no deterrent for profitmaking businesses and combined with the bulk funding mechanism which
25~itchell
(1997) cites the growth in for profit centres "from 300 in 1989 (10% of early childhood
centres) to 637 in 1997 (17% of early childhood centres) (p. 2).

supports the financial interests of private owners the government had been
provided with the ability to reduce government involvement in the
kindergarten senrice (Mitchell, 1997, pp. 3-4).
Historically, the combined energy and unification of the kindergarten
service has been its strength, enabling the kindergarten service to grow and
develop, gain improved employment conditions for its teachers, provide a
high quality early childhood education experience for cfuldren and families
and become an integral part of the wider education system. Along with this
acceptance came clear government responsibilities for funding and support.
Through the policies of the early 1990s (notably bulk funding) and the
increasing decentralisation of services, the collective strength of the
kindergartens has been lost: the fracturing of associations into separate
groups; the multiplicity of employment contracts which replaces the one
national employment contract for teachers; the contestability of professional
support; the invisibility of early childhood within a much larger union; and
the unexpected but inevitable removal of the kindergarten senrice from the
education and state sectors (1997).
All these changes signal a new time for kindergarten teachers; a new
epoch which will bring in new definitions of not only what kindergarten
teachers do, but who they are, and how they experience their lives as
teachers.

Chapter Three

A Literature Review
INTRODUCTION
This chapter situates the research interviews with the eight kindergarten
teachers involved in this study within the wider research which has examined
educational reform within New Zealand and selected issues pertinent to the early
childhood sector. These studies inform the analysis and discussion of the
kindergarten teachers' stories, Firstly, this chapter addresses the discourses
surrounding the New Zealand compulsory educational sector reforms, followed
by studies which address the education reforms and those which raise issues
particular to the early childhood sector: impact studies of the reforms in early
childhood and research on the engendennent of teaching.
NEW ZEALAND EDUCATION POLICY AND ADMINISTRATION REFORMS

The changes within the compulsory education and early childhood sectors
were part of the wider economic, and industrial restructuring which the Fourth
Labour Government undertook in its first term (1984-1987). During the two
terms in office, the Fourth Labour government of New Zealand (1984-1990)
introduced libertarian economic policies, which they also contrasted with social
policy, in an attempt to address principles of equity within education and other
areas of social concern (Middleton, 1993, p. 14). Writers have discussed the
tensions involved in shaping these changes as conflict between neo-liberal and
market discourses on the one hand, and community-participatory discourses on
the other (Gordon, 1992a). Commentators such as Wells (1991), saw the gains for
the early childhood sector as won "against the odds", but this arguably was a
reflection of the uneasy contradictions between the New Right economic

philosophy, as espoused by the Minister of Finance (Roger Douglas), and the
broader social justice ideals of the other Ministers of Parliament, such as the Prime
Minister and Minister of Education (David Lange) (Du Messis, 1992). In Labour's
second term of office (1987-1990), the focus moved from restructuring the
economy to restructuring all state agencies, including education, health and
welfare.
The changes, while tailored to the New Zealand context, were also part of a
world-wide movement to reform government and, particularly, educational
administration during the 1980s (Cusack, 1994). The main thrust in education
arose from the three key policy documents addressing the primary sector:

Administering for Excellence: Efective Administration in Education (commonly called
the Picot report), Tomorrow's Schools: The Reform of Education Administrafion in Nau

Zealand (the Government's white paper in response to the Picot Report) and the
later Treasury driven report Today's Schools: A Revim of the Education Reform

Implementation Process (commonly known as the Lough Report). The keys to the
changes centred around devolved responsibility for the institutions to those
working and using those same institutions, the repositioning of the New Zealand
Government as a purchaser of education services rather than as a provider, and a
centralisation of policy construction and control in newly created government
agencies (Cusack, 1993, p. 107). These new contexts worked to disrupt existing
practices in education.
The educational changes, which were continued in earnest by the succeeding
elected National governments from 1990 onwards, have generated a massive
body of literature, both nationally and as part of the international educational
restructuring which was occurring at the same time. This wide variety of
literature relating to the reforms commonly begin with an analysis of how the
education reforms fit within the wider social and economic restructuring which
was dramatically reshaping New Zealand life. Likewise, many of the discussions

locate the general restructuring of New Zealand within the discourse of neoliberal theory and the ascendancy of New Right thought (commonly referred to
as Rogernomics from 1984-7) and Government Treasury capture (1987-1990).
While the term 'New Right' comprises an alliance of many different groups
and differing objectives there are some common threads to the philosophy which
allow it to be identified in contrast with other discourses.
Firstly, human beings are perceived to be possessive individuals
fundamentally concerned with the pursuit of self-interest and being interested
only in maximising individual gain (Jesson, 1988).
Secondly, the 'New Right' discourse is opposed to all regulation and
restriction in the market place. Tlus positions the discourse as hostile to central
government. Individuals and groups promoting this discourse argue that State
intervention destroys the 'natural effects' of the market place as State monopolies
are inefficient by being protected from competition (Jesson, 1988). Likewise
provisions such as equity are seen to arise out of the marketplace, making any
interventionist legislation, or practices, unnecessary (Sayers, 1992, p. 226).
Thirdly, everything becomes commodified ranging from goods and
labour, to education (Jesson, 1988) and relationships (Bunkle, 1992). In this way
new perceptions of education became possible. Discourses surrounding education
came to argue it as a private good which should be paid for by the individual;
choice and competition as the way to ensure efficiency and the maximum use of
resources, as well as accountability. Within this 'New Right' thought government
intervention is seen as restricting consumers' (that is, the parents) role in
education and serving only the interests of providers (that is, teachers) (New
Zealand Treasury, 1987).
From a Foucauldian point of view Fitzsimons, Peters and Roberts (1999)
argue that neo-liberalism has become a form of governmental rationality. It

works by constructing the notions of a minimalist state and market forces to
regulate society. This emphasis on an economic discourse which has occurred
over the last 20 years has become the master discourse (or meta-narrative) to
which all public policy must adhere. Alternative discourses (and voices) have been
silenced in the policy process (Fitzsimons, Peters & Roberts, 1999, pp. 36-37).
May's (199213) analysis of the early childhood changes between the late
1980s and the early 1990s concentrated on the political and ideological battles
which were being waged through this period. Early childhood reforms had
become caught up with the political agenda of "deregulation, devolvement and
individualism that had been infiltrating policy decision on government funded
services some time before any change of government"(p. 84) and was not simply
the differences between Labour party and National party politics. She observed
that because the Before Five polices arose from outside the mainstream of
education and were dependent on state intervention to ensure its goals of equity
for women and children, these came into conflict with "New Right policies which
called for 'family responsibility' and families 'free' from dependence on the state"
(p. 90). This positioned the potential of Before Five policies to be ideologically
dangerous, generating concerns with regard to a projected fiscal blow-out if the
policies were implemented, and to be used as a rationale for a swing towards
Treasury discourses of early childhood (May, 1992b).
Burns (1989) drawing on the work of Colin James, an economic
journalist, referred to the 1980s reform in early childhood as a "quiet
revolution" (p. 1). Burns argued that after decades of calling for coherent
policy and direction in early childhood education the Labour government
honoured their pre-1984 election promises and "from this beginning the
government began a quiet revolution in early childhood education in New
Zealand" (Bums, 1989, p. 3). In summarising the changes and reforms in the
immediate post-1988 period, Bums held an optimism for the early childhood

sector that the revolution was here to stay. She based h s optimism on
several factors. She identified that the reforms in the early childhood sector
were based on educational principles and arguments as well as the changed
role of women and family life styles in present day society. Thus, Burns
argued the sector would be less vulnerable to the swings of the labour
market in terms of support and funding. Burns argued that the significance
of appointments in key positions of early childhood advocates in the new
restructuring would cement these gains in early childhood; for example: the
first Chief Executive Officer (CEO) to the newly created Ministry of
Education of a well respected early childhood educator (Dr Maris O'Rourke),
the appointment of the Prime Minister as Minister of Education (David
Lange), and Dr Anne Meade as one of the Prime Minister's key advisers -an
"early childhood expert" (Burns, 1989, p. 14). Putting these together, Burns
concluded that the early childhood sector had become a sector in its own
right. Referring to the sector's reputation as the Cinderella sector of the
education service she concluded: "the Cinderella service may well have met
her Prince " (Burns, 1989, p. 14).Other writers have identified how, indeed,
the late 1980s saw the early childhood sector looking rosy. Meade (1993)
argued that the substantial improvements in funding and organisation of
early childhood services was due to the fourth Labour governments
acceptance of the arguments relating not only to the benefits of early
childhood education for children, but also to benefits for women (Meade,
1993, p. 258).
What Bums (1989) and Meade (1990) both overlooked in the
immediate post-education reform euphoria was the ongoing political
exigency of early childhood education as a sector at that time. Support so
easily given can be just as easily taken away. As other writers have
identified:

These improvements were not secure because the underlying
structures required to support them were absent. The state's failure to
safeguard standards of education through legislative provision, or to
provide sufficient funding to enable services to operate effectively, and
its failure to ensure that funding was spent on quality provision, meant
that improvements could easily be eroded. (Mitchell & Noonan, 1994, p.
8)
Indeed, Davison (1997)has argued that the equity principles whch were
incorporated into the polices at this time "were intended to soften the harshest
effects of the New Right ideology on education" (Davison, 1997, p. 5). It can be
argued that these equity considerations also worked as an ongoing smoke screen
as the early childhood sector celebrated these newly won gains and were then ill
prepared for the speed that they would be withdrawn.
May (1990) in an early review of the immediate post-reform period reflected
on the role that the National and Labour governments had played in early
childhood. She identified that while, historically, the National Governments had
tended to take a more "caretaking and cautious role" (p. 3) and Labour
Governments had a "track record of social and economic upheaval" (p. 4), it had
often been the National governments who have had to implement the ideas of
the Labour government and fine tune and moderate them. The key differences in
terms of the parties' approaches to early childhood, May (1990a) argued can been
explained by their political philosophies on family life and women's roles.
National Governments have taken a more conservative stance towards
preserving the status quo and upholding the mythical ideal of a society of nuclear
families arranged around separate spheres. While the Labour Government also
has conservative tenets in its family policy, it has tended to move more rapidly
towards accommodating changing realities and needs (May, 1990a, p. 4).
The election of 1990 brought the 'New Right' philosophies to the fore,
wlule 'slamming' the Labour's "onvellian social agenda'' (New Zealand National

Party, 1990, p.8). Middleton sums up this period:

In terms of National's view of society as consisting of autonomous
competitive individuals, Labour's collectivist requirements to bring about
social equity for disadvantaged groups were constituted as social
engineering. In describing their paramount educational aim as being the
creation of an enterprise culture, National conceptualised education as an
economic, not a social, activity. During the early months of 1991, the
national government attacked other women-oriented social policies: payequity legislation was repealed and social welfare benefits cut. The New
Right had gained ascendancy. (Middleton, 1993, p. 14).

In a review of the previous decade May (1999) tracked the policy changes
under the last two successive National governments which moved early
childhood policy and funding away from the original objectives of Before Five. For
kindergartens, May identified that it had been a "rocky decade" with the
imposition of bulk funding for teacher salaries (1992), and removal of teachers
from the State Sector Act (1997). As she summarised: "Before Five was intended to
enable the other services to enjoy the benefits kindergartens could provide their
teachers and parents, and then to increase resourcing and support for all s e ~ c e s .
Downsizing the flagship26 was never envisaged" (May, 1999, p. 24).
'New Right philosophy' has been problematic for early childhood services.
Lauder (1991) identified how the application of 'New Right' assumptions had the
potential to damage existing quality early childhood practice. Likewise, the
emphasis on competitive individualism has been argued to be incompatible with a
kindergarten service which has always worked on co-operative management,
team work and power sharing (Peters & Marshall, 1990). Trying to separate
providers from consumers, teachers from employers, or teachers from parents
and children, become unworkable dichotomies in a service where these people
are often one in the same (Lauder, et al., 1988; Lauder, 1991).
Many writers have expressed concern at the New Right non-interventionist
stance in early childhood, which relies on market forces to dictate provision and
standards (Barraclough & Smith, 1996; Dalli and Meade, 1991; Lauder et al., 1988;
Wylie (1992) had referred to the kindergarten service as the flagship of early childhood
education and this term has since been used by subsequent commentators on early childhood.
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May, 1990b, 1992a). As May (1992a) observed, early childhood facilities,
constrained by lack of funding and regulations, "have not had a good record in
upholding and imposing quality standardsW(p.
89). Thus, policies of maximising
choice and competition in the early childhood market was anticipated to have the
effects of driving down costs of the service (particularly to the government), while
denying the material reality of the need for quality control and standards for the
safety of children, and realistic working conditions for the teachers and workers
(Duncan, l994b).
While many writers have discussed, reflected on and argued about the
philosophical, ideological, and discursive basis of these changes, the rest of this
chapter examines research studies which have addressed how the education
policies have been experienced by teachers27.

New Zealand Primary School Studies - Tomorrow's Schools
One of the earliest and most reported studies of the primary sector reforms
was the 'Monitoring Today's Schools' project (Mitchell, et al., 1993).This study
traced the reforms of the compulsory education sector from mid-1989 to mid199228. The researchers concluded that there was little support for the prediction
that the education reforms would increase the standard of educational outcomes
for schools. However, principals and trustees were generally positive about the
overall impact of the changes despite their concerns over increased workloads,
inadequate information and poor resourcing of new developments. Another
interesting finding was, that in the schools sampled, the ownership of the reforms
was high among principals and trustees, but to a much lesser degree among
27 I wish in no way to devalue or decry the analysis of the 'what, who and why' behind policy,
but merely direct readers elsewhere for this discussion . Useful background reading and
references include: (Codd, 1990, 1992, 1999; Fitzsimons, 1995; Fitzsimons, Peters, & Roberts, 1999;
Gordon, 1992b, 1994,1999; Jones, 1988; Lauder, 1987,1990,1993; Lauder, Hughes, & Watson, 1999;
Marshall & Peters, 1990; Mitchell, et al., 1993; Olssen & Morris Matthews, 1997; Peters,
Marshall, & Massey, 1994).
28 1 October, 1989 was the date of the introduction of the changes as the result of the
Administering for Excellence Report (the Picot Report) , Tomorrow's Schools (the Government's
policy document), and the Education A d 1989 and its subsequent amendments.

teachers, parents and students. The authors discussed that h s finding may not
have been surprising given that the initial reforms were directed at
administration, however, they caution that it raised concern for the next level of
change (the 'second wave' of reforms) with its focus on curriculum, assessment,
and teaching approaches (Mitchell, et al., 1993, pp. 110 - 124).
A lack of 'ownership' by teachers of the policy reforms has been a significant

issue in the debate on educational restructuring. Gordon (1992a) has argued that
h s exclusion of teachers was part of the official discourse to discredit teachers for
their 'self interest' and to exalt the rational and unbiased opinions of others such
as Treasury and Ministry officials (Gordon, 1992a). Excluding teachers, however,
from the construction of policy has led to teachers' struggling with
implementation and becoming unwilling to support the changes. A study
undertaken by Sullivan (1992,1994,1997,1998a) with Wellington primary teachers
analysing the impact of the reform process highlighted key aspects which affected
the teachers' views on their work. Firstly, the public attacks on teachers by
government departments and institutions (for example, New Zealand
Government Treasury) and New Right pressure groups (for example the Business
Roundtable) undermined teachers' professionalism and presented them as selfinterested and maintaining a failing education system (Sullivan, 1994). Secondly,
the speed of change which excluded teachers from the reform process built on the
notion of "provider capture", that is, the teachers' self-interest necessitated their
exclusion from the process as they would otherwise work as a pressure group in
their own interests and subvert the change process. Thirdly, this exclusion from
the process led to struggles over the ownership of the reforms. While the policy
reports themselves held a tension between the notion of community participation
and teacher-community partnership the previous notions which teachers and
parents had of these terms were, Sullivan argued, subverted by the "policy
makers and became a rationale for the creation of a devolved system of education
in which parents became decision-makers and administrators while teachers lost

much of their professional status" (p. 6). Sullivan argues that this is why teachers
were disenfranchised from the reforms (Sullivan, 1994, p. 8).
A study of 100 primary teachers in Christchurch (Bridges, 1992) reported

similar findings to Sullivan. Bridges' study, following on from Sullivan's, stressed
the personal and health costs of the reforms. She identified how teachers who
were willing to give extra time and effort to get the reforms 'up and running'
were suffering the health and relationship costs of having to maintain this level of
'output' with even more expected in the near and distant futures? More than
half of the teachers also remarked that, while they could see some positive
outcomes for children with increased communication and shared commitment
between parents and children, they felt that this was undermined by the "sapping
and diversion of [the] teachers' energy that was previously more focussed on
children" (p. 36). Bridges concluded the study with the observation that the
teachers had general feelings of being let down and that there would be more
"nasty surprises" around the corner (Bridges, 1992).
A NZCER study published in 1990 surveyed 239 schools. Reports on the

schools included such things as principals working increased hours with less job
satisfaction, parental expectations which were reported as unrealistic, and overall
negative effects on students. However, they also reported greater parent
involvement and partnership of staff, board and parents (Wylie, 1990).
Cusack (1993) undertook a three-year study of the compulsory school sector
reforms with a pre- and post-Picot report focus. He tracked the devolution of
powers to the new governing committees and monitored their implementation.
Talking with, and o b s e ~ n principals,
g
Cusack discussed that the repositioning of
the role of the principal had alienated them from previous collegial support and
distanced them from other teaching staff. While principals were dissatisfied with
29 Twenty-eight percent of the teachers cited damage to relationships, 10 percent listed specific
stress related health problems, with three quarters referring to the decreased leisure and family
time they now experienced (pp. 35-36).

the speed and the implementation of the change they reflected that the school had
the potential to be more efficient and responsive as a result of the changes
(Cusack, 1993, pp. 110 -111).
NEW ZEALAND EARLY CHILDHOOD REFORM STUDIES
May (1997b) characterises the history of the politics of early childhood as "the
tension between 'rocking the boat' whilst 'rocking the cradle"', that is, "between
determinedly striving for change and quietly 'getting on with the job" (p. xvi).
This can still be clearly seen in the contemporary lived experiences of those
working in and around the early childhood sector - as practitioners, researchers,
policy makers and parents.
May Cook (1985) argued at an early childhood forum called by the newly
elected Fourth Labour Government, that the history of early childhood provisions
in New Zealand has closely followed the public policy and social developments of
family issues and women's lives. She highlighted the view that the myths
surrounding the provision of early childhood services have been that they
reflected the perceived needs of women. May Cook argued that this perception
of women's needs has been by definition of male opinion - predominantly as
articulated by churches, doctors, politicians and other male based hierarchies. She
described how the rights of women and the interests of children have been pitted
against each other in a way which undermined any provision of early childhood
services that actually match the reality and the needs of the lives of women (May
Cook, 1985, pp. 2-5). Meade (1990) five years later demonstrated that little had
changed when she discussed how early childhood services in New Zealand had
"been initiated by women, promoted by women, used by women and worked in
by women" but politically women have been marginalised and thus interests and
concerns of women have never been high on the political agenda (p. 97). While
early childhood services are seen as offering 'care' rather than education ('care'
belonging to the private sphere) the continued shortage of funding for these

forms of early childhood services has "enabled men to maintain women in the
role of homemaker" (Meade, 1990, p. 97). By similarly separating the public and
the private domains, May Cook (1985) argued that the field of early childhood
education has been undervalued leaving women as the ones to prop up the
services through high amounts of voluntary work (May Cook, 1985, p. 6). As
early as 1985 May Cook could see the increasing personnel crisis wluch was being
created by this reliance on women's voluntary labour to maintain existing early
childhood service provisions. She warned that as the role of women continued to
change and women were looking for rewards and satisfaction outside of the
home, as well as other life options, there would be fewer women available to
continue the volunteer work which, historically, had kept the early childhood
sector going (pp. 6-10). May Cook (1985) argued that women now need early
childhood services for different reasons than in the past - that is to support the
'double load' (both work outside and domestic work inside the home) which
women now faced. This 'double load' also exists for those women who have
remained in the 'home' as they are left to make up the shortfall in volunteer
labour and maintain the existing early childhood arrangements. May Cook
concluded that the rationale that underlies the whole notion of voluntary
partnership needs to be reappraised in the light of the changing family
responsibilities and lifestyles (May Cook, 1985, p. 10). This call has been repeated
in the latest study by the Early Childhood Education Project (2000) looking at the
work load of volunteers in the early childhood sector.
Studies examining the early childhood reforms30 have reported similar
experiences to studies undertaken looking at the education reforms in the
compulsory education sectors (Combined Early Childhood Union of Aotearoa,
1992b; Farquhar, 1996; Hanna, 1995; Heslop, 1990; Houghton & Wilson, 1993;
Renwick & McCauley, 1995; Wilson & Houghton, 1995; Wilson, et al., 1996; Wylie,
1992,1993).
30See Chapter Two for the particulars of the early childhood education reforms.

Charter writing has come under investigation as one aspect of the
reforms which has clearly demonstrated the tensions inherent in the reforms
between community participation on the one hand and managerialist
centralisation on the other. Farquhar (1991a, 1991b, 1996) and Smith and
Farquhar (1994) undertook research to address the experiences of charter
writing from the view points of early childhood practitioners. Throughout
1990 Farquhar monitored 10 Dunedin and Otago early childhood centres31 as
they developed and began to implement their centre's charter. Meetings
were held with the key early childhood practitioners involved in the 10
centres, observations were taken of the charter writing planning and
consultation processes where possible, and surveys were administered. The
same disillusionment and exhaustion were reported by the early childhood
practitioners for themselves and for the parents in their centres.
The major issues with writing charters centred around: the conflicting
information and advice from the newly formed government agencies;
parent apathy and reluctance to get involved; and after all the time, effort
and stress that had been involved in consulting and constructing a charter,
"in the end the task became one of simply re-iterating what the Ministry
wanted to see in their charters" (Farquhar, 1996, p. 45).
Follow-up studies on early childhood charters have demonstrated
how the reality of government constraint on the charter process not only
disinvested interest and feelings of ownership in the charter writing process
at the time, but continued to distance the professional staff and parents from
the charters. Farquhar (1996) found, in her follow-up survey of centres in
1993 (three years after her first contact with them), a lack of interest and
unfamiliarity with the centres' charters. For those teachers who had not
been involved in the initial writing stages of the charter there was little
31

The centres were made up of four Kindergartens, four Childcare Centres and two Play Centres.

understanding of the contents of the individual centre's charter. Farquhar
(1996) concluded that "charters have come to have low priority in the work
of people in charge at centres" (Farquhar, 1996, p. 43).
Bulk funding studies have constituted much of the research
undertaken in the early childhood sector over the 1980s and 1990s. NZCER
carried out a study32, in the first few months in 1992 after the introduction of
bulk funding (Wylie, 1992). This study was based on surveys sent to all 41
free kindergarten associations, all 42 senior teachers, and all head teachers
and chairpersons of the committees in a 25 percent national random sample.
The study concluded that even though it was still very early days to be
noticing any impact the changes were already occurring both at the
association and the kindergarten levels. These changes centred around
ensuring that the associations were managing their new roles and
responsibilities. To do this, associations were working to maximise their
government funding by increasing roll numbers, ensuring rolls were at a
maximum at all times, prioritising and cost-cutting. Wylie (1992) noted that
the changes mostly affected staff workloads and staff support and as a
consequence work with families (Wylie, 1992, p. 32).
The follow-up study conducted in 199333,18 months after the
introduction of the bulk funding policy, demonstrated problematic patterns.
While some of the concerns raised in the earlier study, such as replacing
trained teachers with untrained people, and the introduction of fees, had not
occurred "overall the doubts surrounding the ultimate value of salary bulk
funding which were expressed in the 1992 survey had endured as the new
system takes hold" (Wylie, 1993, p. 26). The impact and changes to the
kindergarten service from bulk funding, Wylie argued, were immediately
32 This survey was commissioned by the CECUA and the Auckland Kindergarten Association.

3 3 ~ h istudy
s
was funded principally from NZCER, with a small contribution from CECUA
(Wylie, 1993, p. v).

apparent. These changes involved more work for all the adults involved in
the service, professionals, parents and volunteers included; Senior Teachers
were involved with more managerial and administrative responsibilities and
were therefore less available for professional support for the kindergarten
staff; and there was evidence of stresses associated with larger group sizes
and the pressures to keep roll numbers at their maximum (Wylie, 1993).
Wylie (1993) concluded the study with a warning that the changes in the
service may be placing quality at risk, for example, while access had been
improved for some children by the increase in roll numbers, the larger
group sizes may mean that the children are not receiving the quality of the
programme that had been provided before the introduction of bulk funding.
While the associations had been making cuts and changes so as not to
encroach on the key philosophies of the service, Wylie believed that the
strategies being used, such as increased group size, and the problems that
have remained unaddressed, such as quality and equity issues, mean that
"some hard choices undoubtedly lie ahead" (Wylie, 1993, p. 32).
As concern over the issues surrounding group sizes grew the NZCER
(on behalf of the Wellington Free Kindergarten Association) undertook a
study in 1994 to address the issue arising from Changes to Group Sizes and

Other Policy Developments in a focus area of the Wellington Region. The
researchers carried out a series of focus group interviews with kindergarten
teachers from a sample of 22 kindergartens in the Wellington Kindergarten
Association. The shrdy was based on the perceptions that the teachers had
on the impact on their kindergartens of the changing group-size policy. The
interviews were also backed up with questionnaire data. The results
demonstrated the importance of considering the wider context teachers are
working in when considering a policy change. It was clear that the impact of
the changing group size was exacerbated by other policy changes which had
occurred around and after the change in staff ratios. Bulk funding, increased

requirements for administration and record keeping and accountability, as
well as staff and child abuse prevention procedures all added to the
difficultiesof dealing with inaeased roll numbers34. More children and
families also meant more administration (Renwick & McCauley, 1995).
While administration issues were raised over and over again, consistent with
other studies (Houghton & Wilson, 1993; Wilson & Houghton, 1995; Wilson,
et al., 1996; Wylie, 1995 1993) were the comments by the teachers that they
worked to minimise the impact of these changes on the children. One way
this was done was by taking work home (Renwick & McCauley, 1995). As
Davison concluded in her review of bulk funding studies it was the
"preparedness" of the teachers, parents and association members to "absorb
the impacts through increased workloads and cut-backs" (Davison, 1996, p.
19) which protected the children.
A study was undertaken to monitor the effects of bulk funding
between the years 1993-1995, beginning with baseline data collection in 1992
(Houghton & Wilson, 1993; Wilson & Houghton, 1995; Wilson, et al., 1996).
Information was gained from surveys sent to all 37 kindergarten
associations, as well as the head teachers and parent committees of the 593
kindergartens in New Zealand (Wilson, et al., 1996). Consistent with the
NZCER studies (Wylie 1992,1993) there were noticeable differences in the
abilities of kindergartens to generate income over and above the bulk grant
depending on the socio-economic area. Increased workloads were
attributed to bulk funding35. These increases were identified as arising from
not only the increased administrative tasks being asked of staff but also from
the increased group sizes where staff had more children and families to
work with. Head teachers also added that the additional sessions that were
34~ora fuller discussion on the consequences of the child and staff protection policies in
kindergartens, see Duncan (1997) and Farquhar (1997).
35~ighty-eightpercent of associations and 96 percent of teachers, reported that their workloads
had increased, and 68 percent of association respondents reported the functions of their staff had
increased (Wilson, et al., 1996, pp. 35-45).

being offered had increased their work. These sessions were attributed to
the need to maximise bulk funding entitlements rather than from any
parental demand or improvements for children (Wilson, et al., 1996).
Senior Teacher workloads were also seen to have increased and, as
identified in the Wylie (1993) study, this has involved a change in their job
description with more administrative and managerial work rather than
professional advice and support (Wylie, 1993, p. 23). The group size study
by NZCER (Renwick & McCauley, 1995) discussed how this changing
workload and job description meant teachers saw less of their senior
teachers, and affected the relationship, with teachers "wary about telling
senior teachers too much in case it worked to their disadvantage" (Renwick
& McCauley, 1995, p. 34).

Difficulty maintaining and involving parents in the running and
management of the kindergartens was identified as an issue in all the bulk
funding studies and was attributed to the increased workload and additional
management skills needed. The bulk funding study noted that 41 percent of
committees said that voluntary help had decreased (Wilson, et al., 1996, p.
52); 48 percent of chairpersons of associations in the NZCER study
responded that parents were less willing to join the committee and 59
percent of teachers in low and low-middle income areas reported that
parents were less willing to come onto the committee (Wylie, 1993, p. 21).
Teacher concerns in the 1994 group size study (Renwick & McCauley,
1995) focused on the inability to: carry out good quality programming,
maintain relationships with the children and their families, and meet the
needs of each child educationally as well as provide nurturance. The study
identified how larger group sizes made small group work and one-to-one
experiences hard to accomplish, since children had to compete for teacher
time and equipment and teachers were left feeling that they were primarily

supervising rather than providing the quality experiences that they felt
should be occurring (Renwick & McCauley, 1995).
The NZCER study summarised its findings with a clear statement that
reflected the experiences of the kindergarten teachers and parents at this
time:
One of the most marked impacts of the group-size policy has been on
teacher morale, which many teachers claimed was at a low ebb. It
would be difficult to overestimate the feelings of frustration and anger
expressed by many teachers when they compared their present job
with how they perceived it to have been prior to the change in groupsize policy. Head teachers in particular believe that their professional
skills are less valued and they are prevented from using them
effectively, particularly in their work with children. Their authority and
autonomy have been diminished. They consider their job to have
become one of "crowd control" and they miss the quality of the
teacher/ child interaction which they used to provide. (Renwick &
McCauley, 1995, p. 36)
The Wilson et al. (1996) study raised similar concerns over staff
morale issues and the effects of the group sizes on children. Association
respondents indicated that staff morale had worsened and 76 percent
attributed this to bulk funding (p. 39). Increased group size, as well as
creating additional work, was raised as a concern for the children who found
the group much too overwhelming. The teachers relayed that some
children were experiencing difficulties settling into the larger group,
particularly at times when large numbers of new children were being
introduced to maintain full roll numbers (Wilson, et al., 1996, p. 44).
The NZCER report cited a 1994 study on the effects of increased rolls
in New Zealand kindergartens. Sims (1994) conducted a survey of
kindergarten teachers in Palmerston North, Wanganui and Napier. Her
findings were consistent with the NZCER study. The teachers in her study
agreed that the quality of the programme had suffered, that teacher-child
interactions had been affected, that supervision was more difficult, and job

satisfaction generally had also been affected (cited in Renwick & McCauley,
1995, p. 12).
Concern has also been raised, by teachers in the 1994 NZCER study,
at the younger age of the children attending kindergartens to keep the rolls
full. Comment was made that the ratios were insufficient for under three
year-olds and the equipment and environment in many cases was not
designed for this age group (Renwick & McCauley, 1995, p. 27).
Turnbull (1992) interviewed 10 kindergarten teachers over the first year in
which bulk funding was introduced. Her conclusions, based on the early months
of the change, demonstrated that the teachers were very aware of an increase in
workload in keeping their rolls maintained at all times, and the pressures of the
first visit of the 'auditor' to check that their roll figures matched their funding
claims. Turnbull refutes the claims which the teachers cited as coming from their
Union information of the threats to the service from the bulk funding policy, for
example, kindergarten closures, the hiring of cheaper staff et cetera, (Turnbull,
1992, pp. 67-77). However, as this was only in the first year the full effects had not
been experienced and later studies, for example, Wilson and Houghton, (1995),
Wilson, et al., (1996) and Wylie, (1993),have demonstrated that many of these
fears were justified.
All the bulk funding studies referred to above identified how the

changes had an impact on relationships and professionalism. Other policy
reforms, as a result of bulk funding, are often the focus of this discussion.
For example, in the 1994 NZCER study teachers commented on the 9-plus12 rule, and the monthly roll verifications as questioning their

professionalism and lack of autonomy to make their own decisions with
regard to their rolls (Renwick & McCauley, 1995, p. 31).

This questioning of kindergarten teachers' professionalism is not a new
experience. The purpose of the two non-contact sessions in a kindergarten have
often been queried. A 1992 survey was conducted by CECUA to gain a picture of
the realities of kindergarten teaching in terms of workload and the use of the socalled non-contact times and the daily before and after sessions, as well as times
when the kindergartens are closed (term and Christmas breaks) (Combined Early
Childhood Union of Aotearoa, 1992b, p. 1). It was conducted in a climate where
associations were beginning to ask their teachers to consider working more
sessions per year and to question the use and validity of non-contact sessions, and
to tighten up on the hours of work clause in the kindergarten teachers'
employment contract (Duncan, 1994b). The survey showed the majority of
teachers used the non-contact sessions for: "programme planning (79%),
evaluation of children's development (74%),evaluation of overall programme
(74%),preparation of resources (73%), kindergarten staff meetings (69%),
evaluation of teaching performance (59%)as well as cleaning (58%)and
administration (82%)"(Mitchell, 1993, p. 7). In terms of a kindergarten teacher's
working day, the majority (82.6%)of teachers said they spent between 7 to 8.5
hours per day at kindergarten. The report noted that this is comparable to that of
a normal working day, but that it must be noted that kindergarten teachers do
not have morning or afternoon tea breaks and rarely experience a break over the
lunch time (Combined Early Childhood Union of Aotearoa, 199213, p. 9). What
was noteworthy were the many activities which needed to be undertaken outside
of child-contact session times; for example, IEP/ IDP meetings, liaison with
support staff, area staff meetings, work with committee members, committee
meetings, parent education courses, home visiting, playgroups, pre-entry groups,
professional skills, policy development, fund raising, care of pets, representation
on professional bodies, making and repairing resources and many other diverse
tasks. The report concluded that the survey highlighted the "breadth and
complexity of the teaching task" (Combined Early Childhood Union of Aotearoa,

1992b, p. 10) and that "in order for quality programmes to be developed and
maintained, and work done with support staff, community and families"
(Combined Early Childhood Union of Aotearoa, 1992b, p. 10) these unspecified
non-contact times should remain. It is clear in reading the report that even
through the "holiday breaks" teachers are working on "updating teaching
knowledge, in-service courses, resource preparation and setting up the
kindergarten environment" to name just a few (Combined Early Childhood
Union of Aotearoa, 1992b, p. 9). Ths questioning of the teacher's day, holidays et
cetera reflects the general lack of understanding of the work that kindergarten
teachers do everyday.
While most of these studies were carried out in the early 1990s recent
research has demonstrated the lasting impact of these changes in the early
childhood sector. In a study by Irvine, Penman and Blackie (2000) with staff
participating in a professional development programme, Irvine et al. surveyed
and interviewed 17 teachers from across the early childhood sector, that is, homebased carers as well as centre-based; childcare as well as kindergarten. They
found that overall the teachers felt that most of the changes had made little to no
impact on improving their work with children - Te Wh2riki being the exception
and the only change which was consistently rated as having improved early
childhood education. For some of the teachers and management the introduction
of the 1990 Education Act (Early Childhood Centre) Regulations were seen as
improving early childhood for children as standards were raised for health and
safety. The study also reported the overwhelming problems of increased paper
work, policy documents arriving with no explanation, or with back up support
arriving too little or too late. The authors concluded that professional
development support was a key to successful implementation of an initiative or
change and they caution the early childhood sector to protect the one change that
has made a difference - Te Wh%riki- from bureaucratic and outcome based
assessment pressures (Irvine, et al., 2000, p. 19). Thus, the negative experiences as

discussed by the teachers in the short term were still a large part of the teachers'
experiences a decade later.
WOMEN IN TEACHING
In any work examining early childhood, and the kindergarten sector in
particular, the fact that 99 percent of the teachers are women (Ministry of
Education, 2000) cannot be ignored. Indeed, the centrality of gender in
understanding and changing the working lives of teachers has become essential in
any research endeavour (Lather, 1994). Evetts (1990) defends research
approaches which incorporate a woman's subjective career. She argues that it is
only when research includes the ways in which women reconcile and compromise
their aims and goals in their personal lives with their desires in their working
careers that we can have a true understanding of women and careers. This
'subjective' career involves examining the notions of self and teaching.
The Ideas of Self and Teaching
Ayers' (1989) study of six exemplary women preschool teachers,
demonstrated a clear theme of "teaching as identity" (p. 129). He argued that this
theme was the frame through which each of his case studies could be explained.
For his teachers there was no obvious differentiation between the 'person' and
the 'teacher', rather it was a process which he compared to a "seamless web
between teaching and being, between teacher and person" (p. 129). The daily acts
of teaching therefore could not be broken down to the traditional definition of a
'job' as for these six women teachers "teaching is not simply what one does, it is
who one is" (p. 129).
Casey (1992), in discussing her life history interviews with teachers who
had subsequently left the 'classroom', found that while they were not strictly
'teachers' any more in the traditional notion of being in front of a blackboard

(chalkboard)their sense of who they were would always be connected with
education and being a 'teacher'.
Biklen (1995),in her comprehensive study of gender and the construction of
teaching, concluded that notions of connectedness are central to the work of
teaching, and should not be seen as oppositional to autonomy, as is often the case.
Indeed, she argues that to study elementary teaching is to examine a
"reconstruction of autonomy not as separation from others, but within
community" (Biklen, 1995, p. 108). This connectedness is very much part of the
discourse that surrounds caring, identity and teaclung. To explore notions of
connectedness the use of narrative in research has become a useful tool. Similarly,
the use of narrative research in education has opened up a whole new
understanding of women teacher's lives and experiences. In a review of narrative
research in education Casey (1996) argues that there has been a
reconceptualisation of what it means to be "political" and through the use of
narrative, as a research method, the personal has clearly been included into what
is political. She goes onto discuss how recent narrative studies have moved onto
acknowledging the day-to-day efforts of women teachers who are, or have been,
working for social change. These studies include Casey's own work (1990,1992,
1993) which capture the narratives of radical Catholic nuns, Jewish women of the
New Left and Black women teachers who "offer new ways of being political in the
world" (Casey, 1993, p. 158). She sums up her review by discussing how the new
information that we have gained through the use of narrative inquiry in women
teacher's lives has ruptured existing definitions and the very terms of discussion in
education (Casey, 1996, p. 239).
Caring and Teaching
I have argued elsewhere of the link between caring, self and lundergarten

teaching (Duncan, 1994a, 1996; Duncan & Rowe, 1997). Feminist scholarship has
demonstrated how the traditional dichotomies between reason and emotion,

subjectivity and objectivity, autonomy and nurturance, and public and private
have been inappropriate and misleading when applied to women's experiences.
This has led to a reappraisal of the notions of care and to addressing the conflicts
and contradictions that the role of caring features in women's lives. This is
particularly true for women who work in the 'human services' where 'care'
becomes their paid work on top of the 'care' they are involved in their unpaid
working lives. Able and Nelson (1990) discuss how the nature of care and the act
of caregiving can be seen to transcend these traditional dichotomies. Drawing on
Carol Gilligan's work (which argues that women's identity is inherently relational,
and that caregiving can lead to maturity and self development) and Nel
Nodding's work (which argues that caregiving requires self-integrity as well as a
sense of connectedness), Able and Nelson conclude that reason and emotion

together are essential in the act of caregiving. The historic division between public
and private is argued to be irrelevant as, Able and Nelson demonstrate,
caregiving occurs across both. Women are involved in similar tasks within the
domestic as well as the public realm and spend much of their time mediating
between the two spheres, not only in terms of their own paid employment, but in
linking other household members with the non-domestic world.
Tracing the feminist arguments with regard to 'care', Abel and Nelson argue
however, that traditional feminist perspectives are inadequate. They group the
arguments into two distinct groups - those which emphasise the instrumental
components of caregiving and which posit caregiving as oppressive to women
(for example, the arguments advanced by socialist feminists such as Eisenstein),
and those which advance caregiving as meaningful and fulfilling to women and as
an important part of the humanising of the world (for example, the arguments
advanced by cultural feminists such as Gilligan). Both fail according to Abel and
Nelson as they ignore the social and historical contexts within which caregiving
occurs.

Similarly, Fisher and Tronto (1990) critique the feminist view of caring as a
positive dimension in women's lives which only needs its worthiness in society to
be publicly recognised. They argue that the problem with this position is that
recognition alone does not automatically improve the status of caring. They cite
experiences where campaigns which have integrated men into women's caring
work ("add men and stir") have resulted in new patterns of male dominance, as
the men take on the positions of power and administration in the women's
professions, and where recognition by itself has led to ignoring the oppressive
aspects of the caring work, thus reinforcing the status quo of caring as women's
work at the bottom of the hierarchical ladder (Fisher & Tronto, 1990).

Caregiving and Bureaucracy
While personal satisfaction through relationships with children and adults,
and desires to provide service within the world, form the expressed reasons for
entering working situations that involve caregiving for many women (Abel &
Nelson, 1990; Brodkin Sacks, 1990; Casey, 1993; Duncan, 1994a, 1996; Duncan &
Rowe, 1997; Middleton & May, 1997) the context witlun which they work may in
fact prevent them from fulfilling these ideals for good and satisfying caregiving
(Abel & Nelson, 1990; Renwick & McCauley, 1995; Smith, et al., 1994). The
presence of formal structures, which constrain workers within any work place, is
cited as the barrier to supporting caregiving, that is, "caregiving fits uneasily into
bureaucracies" (Abel & Nelson, 1990, p. 13). Bureaucratic organisations operate
within sets of general rules set across the board for all to follow, with standardised
techniques and measurements and formalised record-keeping which break down
relationship links between providers and clients, and reduce a client down to a
quantitative measure that distorts the reality of the clients life and work to
remove any variability or difference in a system (Abel & Nelson, 1990). Abel and
Nelson argue that this goes against the keys of caregiving and being a caregiver.
For example: caregivers must pay particular attention to the individual, be able to

work within and accept "ambiguity and instability, adapt to changing needs, and
foster growth and development" and be able to apply their personal knowledge
about the needs of their clients and their experiences (Abel & Nelson, 1990, p. 13).
The act of caregiving itself can only occur within the context of personal
relationshps, and work within the intrinsically unpredictable. Fisher and Tronto
(1990) discuss how, within bureaucracies, women are disproportionately found at
the lower levels of the organisation and are therefore more often faced with the
dilemma of having to break the rules of the bureaucracy to undertake what they
see as care or care-giving. But, Fisher and Tronto explain, this involves a major
contradiction in that, because women are socially ascribed the burden of caring,
they are expected to break these same rules to make the organisation appear
more caring. This means that the women carers themselves pay the price.
Within the context of this thesis, the notion of bureaucracy working against
quality caregiving becomes very relevant when looking at kindergarten teaching.
In a Foucauldian discourse analysis of kindergarten teachers' employment
contract negotiations, the battles over recognition for the role that caregiving
played and the importance of having this rewarded in kind were being baffled out
against competing discourses, which had moved towards commodification of the
service (Duncan, 1996). Similarly, in a historical overview of the employment
conditions of kindergarten teachers, a similar pattern can be identified whereby
the changng bureaucratic expectations, which have arisen over the New Zealand
educational reforms, conflicted with the perceptions of the kindergarten teachers
and the worth of the caregiving work they daily engaged in (Duncan & Rowe,
1997). Other studies addressing similar women-dominated senrice organisations
have found similar experiences, where the hierarchical bureaucracy interfered
with the value and worth of the work they were undertaking (for example,
Brodlun Sacks, 1990).

Ceglowski (1994), in a study of Head Start programmes, based her
methodology on concerns that, in the early childhood literature, feminist attention
had not addressed the two major metaphors of early childhood education which
she argued are caring and development. She expressed concern that, in the early
childhood literature, there had been no critical analysis of the connection between
the early childhood caring metaphor and low teachers' wages. While this may
have been so for the Head Start experience, Duncan (1994b, 1996), in a
Foucauldian analysis of the discourses being played out between employers and
kindergarten teachers in the 1992 employment contract negotiations, portrayed
just how problematic arguments centring on 'caring' can become.
The notions of care and caring are particularly under-rated in most
discourses to do with educational reform, administration and accountability. But
for teaching, and particularly working with small children, caring becomes a key
element in the lives and the work of the teachers. Ayers (1989) emphasises, in his
discussion of six women preschool teachers, that each teacher discussed her work
in "terms of caring at the moment, of compassion, of connection" (p. 134). Fisher
and Tronto (1990) add to our understanding of the issues of care by differentiating
between 'caring about' and 'caring for'. They describe 'caring about' as more than
love and concern but as a connection with others. Thus, it is an orientation, not
only a motivation. In this way, 'caring about' involves selection in terms of
working with the limitations of time, skills and knowledge and resources. For
example, a person may 'care about' more things than they can actually ever do
anything about. On the other hand, 'caring for' or 'taking care of' involves having
the resources and being in the position to do something about what one 'cares
about'. Fisher and Tronto argue that, without the necessary resources, "one
cannot take care of" and that the contradictions involved in taking responsibility
often become too great and women then suffer from burnout and disillusion "too much taking care of often leads to less caring about" (Fisher & Tronto, 1990,
p. 42).

In a similar vein Gammage (2000), drawing on the work of John Bowlby,
argues that the increase in bureaucracy in early childhood prevents teachers and
non-parental carers of children from demonstrating the 'unreasonable' care which
Bowlby recommends, that is, "care ... over and above what is reasonable to
expect" (Garnmage, 2000, p. 39). Thus, the quality and intensity of relationships
with children become undermined.
This overload and increase in bureaucracy which impacts on teachers and
children can be clearly seen in the education reform studies described in this
chapter. Ebbeck and Clyde (1988)warn that the increasing job-related tasks,
which early childhood educators are undertaking in response to the increasing
needs of their communities, may be putting their professionalism at risk. They
argue that the "accommodating and ever-expanding role of the early childhood
teacher in 'plugging' the services provision gaps is counter productive, energy
consuming and needs to be resisted" (Ebbeck & Clyde, 1988, p. 282). They
conclude that the early childhood professional stands to lose her/ his identity in an
effort to be "all things to all people" (Ebbeck & Clyde, 1988, p. 282). While Ebbeck
and Clyde's examples are based on the changes in Australia, it is easy to see the
parallels in the New Zealand settings.
CHAPTER SUMMARY
Discussion and description of the narratives surrounding the education
reforms, based on the dominance of 'New Right' discourses under both the
Fourth Labour Government and the following National Governments, positioned
the education changes. Research studies addressing both the compulsory sectors
and the early childhood sector within New Zealand have demonstrated similar
outcomes: teacher disillusionment after being estranged from the processes of
construction of the policy changes while being expected to implement the
changes; the increased workload requirements generated from the changes; the
diminishing of professional status while having increased professional and

accountability requirements; management reporting more satisfaction and
positive experiences with the reforms than teachers and parents; teachers
'making' the changes work and suffering the personal consequences; lower
teacher job satisfaction and energy for their work with the children.
The early childhood studies raised additional issues particularly pertinent to
the kindergarten s e ~ c e The
. increased group sizes, the pressures to maintain full
rolls at all times, the impact of bulk funding on the quality the children experience
and the employment circumstances of the teachers, as well as the changed
perceptions of the role of the senior support structures all have dramatically
changed the contexts of the kindergarten service and raised additional questions
about the experiences of kindergarten teachers since 1984.
While many of the studies reported in this chapter were carried out in the
early days of the education reforms, the latter studies by Sullivan (1998a; 199813;
1999), and Irvine et al. (2000), demonstrate that the issues continue more than a
decade later.
In the examination of the research on the early childhood sector, the issues

of caring and identity (or 'self') were seen to be common themes. When teachers
spoke of the difficulties they were experiencing with the new forms of
accountability, paper work et cetera, it was the cost to the children, the quality of
education they could provide, their relationships with the families they worked
with, and the threats to their collegial relationships which were continually raised.
The increase in bureaucratic requirements within the education sectors as a whole
presents an example of the difficulties which 'caring' professions, such as teaching,
have to face. The cost of 'too much caring ' leading to 'less caring about' has
become a danger for teachers who have borne the cost of the reforms and have
been expected to be all things to everyone. Similarly, research addressing women
teachers has demonstrated that teaching is more than a job but becomes a state of
being for the teachers.

Chapter Four

Methodology: Theoretical Tools
INTRODUCTION
Theory plays an illuminating function in the role of meaning-making and
interpretation in the lives of the eight kindergarten teachers in this study. While
theory is often used to categorise and transform field notes into the researcher's
own original frame of reference more recently the use of theory involves a
collaborative stance to meaning making and shared understanding (Heshusius,
1994; Lather, 1991). As I outlined in the introduction to this thesis, I share some of
the assumptions of those who use collaboration and participatory knowing and
consciousness to frame and interpret research. At the same time, I also reserve a
place for the use of additional theoretical tools in an attempt not only to help my
interpretation of the teachers' words, but as a tool to support the teachers in a
shift of thinking to other options that may not have been initially apparent to
them, or myself, in their first discussions. When I returned the teachers' first
interviews to them, with analytical categories as applied through my theoretical
lenses, alongside my understanding of their 'meanings', it offered the opportunity
for the teachers to firmly state and reiterate their own theoretical assumptions,
beliefs and philosophies. They developed their stories and their reflections and
expanded on material they had only hinted at in the first interview.
Foucault (1980e) describes the use of theory as a 'tool kit'. This 'tool kit'
allows for further reflection on given situations and should be seen as an
instrument to do this, rather than a system which can be logically applied to all
situations (p. 145). Building on h s , I have taken a theoretical approach in h s
thesis which uses theory and theoretical discussion as tools to illuminate the
stories and lives as shared with me by the teachers. At one level the tools that
inform this work are drawn from the teachers' own theories that inform their

thinking, reflection and meaning construction of their lives. At another, my
understanding of 'academic' theory combined with my own lived position as a
woman and kindergarten teacher play a large part in this work also. The analyses
of the teachers' stories do contain my "lively signature" (Clandinin & Connelly,
1994; Geertz, 1988) but alongside h s I have attempted to keep the teachers'
signatures clear and mine accountable, contestable and open for debate.
This thesis is based on the assumptions that theoretical tools and life stories
can, and do, inform each other. The theoretical concepts used in the construction
and enactment of the research act as tools to assist in meaning making but also as
part of the narrative of this thesis. The act of theorising has been woven and
intertwined as a process of method and analysis; formally from the written
research proposal to the final thesis but also a long time before this for the
teachers who theorised, evaluated and constantly reflected on their ongoing lives.
This chapter discusses the theoretical tools that inform this reflection and
analysis. These tools are drawn from the method of life history, feminist
discussions on women's experiences, and Michel Foucault's approaches to power
and subjectivity, all of which provide useful ways of reconceptualising
kindergarten teaching in New Zealand in the 1980-1990s.
LIFE HISTORY RESEARCH
Background
The use of life history as a method of social inquiry has been used by
researchers in many areas of social research for some time, such as sociology,
anthropology, and more recently, in feminist studies (Bertaux & Kohli, 1984;
Brodkin Sacks, 1989; Geiger, 1986; Gluck & Patai, 1991; Personal Narratives Group,
1989; Plummer, 1983). The life history method has been increasingly used by
researchers in education (Ayers, 1989; Ball & Goodson, 1985b; Butt, Townsend, &
Raymond, 1990; Casey, 1993; Goodson, 1992a; Jalongo & Isenberg, 1993; MacLure,

1993; Measor & Sikes, 1992; Middleton, 1993; Sparkes, 1994; Young, 1992). The
shift towards using life history methods in education has parallelled the general
shift in social science research away from 'pure scientific' methodology to
methods which are more sympathetic and relevant to the context being
examined. It is possible to see how these changes to research in education have
reflected the historical context within which the research and those being
researched are situated. For example, the fact that teachers' lives or the microsettings of schools are seen as expedient to study reflects differing discourses over
what is seen to be important or relevant knowledge at any one time. For
example, in the 1970s, attention was focussed on the constraints within which
teachers worked. These analyses had their roots in Marxist theory which
portrayed "teachers as puppets of the capitalist state, helpless agents in the
reproduction of the relations of production" (Ball & Goodson, 198513, p. 7).
The 1980s saw a move into interactionist methodology whereby the
classroom came to be seen as a "complex matrix of framing factors" (Ball &
Goodson, 1985b, p. 7). The teacher within this setting was seen to be an active
agent, working within the constraints of the job, and wider society, but also as a
part of the creative and strategic responses involved in sunrival (Woods, 1986), all
the while "resolving ever present dilemmas through and within their interaction
with pupils" (Ball & Goodson, 198513, p. 7).
In h s context, then, teachers' work has been set w i h n the wider context
of their lives, enabling both the objective and the subjective experiences of
teachers to be examined and to be seen to be worthwhile. Thus, the increasing
popularity of the life history method is part of a wider movement within social
science to recapture and understand the context of the individual and the personal
in social history (May, 1992, p. 95). Ball and Goodson (1985a), in their work with
teacher life histories, draw on a number of investigative assumptions. Firstly, that
the teachers' previous life experience and their careers shapes their current view

and practice of teaching, and secondly that "their latent identities and cultures
have an important impact on their work as teachers" (Ball & Goodson, 1985a, p.
13).
For these reasons, life histories have had a particular appeal for feminist
study. By providing opportunities for including women's voices in history and
locating the particular experiences of women in society, life history is a method
which makes "the personal political" (May, 1992, p. 9). As education writers have
identified when discussing the 'woman teacher' it is impossible to separate the
public life from the personal life or vice versa and the life history method enables
this false dichotomy to be examined and replaced by alternative versions of
women's lives (Acker, 1996; Spencer, 1986). Thus, in educational research, the
teacher is located first in his/ her life experiences, and then placed within the
broader social and historical frameworks and contexts of that life. In this way, the
life history method is seen to be a particularly appropriate method of social
inquiry to use when studying teachers and teachers' lives.
Goodson states that "in understanding something so intensely personal as
teaching, it is critical we know about the person the teacher is" (Goodson, 199213,
p. 234). This entails addressing not only individual biographies, but also the
relationship between these and historical events, the constraints and choices
teachers make, within the broader power relations of things, such as gender, race
and class (Middleton, 1992a, p. 243). This has been reflected in the educational
research of the late 1980s and the 1990s, where researchers have argued for more
narrative-biographical conceptions (Ayers, 1992; Ballard, 1994; Butt, et al., 1992;
Clandinin & Connelly, 1994; Connelly & Clandinin, 1990; Elbaz, 1991; Grumet,
1990; Jalongo & Isenberg, 1993; Kelchtermans, 1993; Kelchtermans &
Vandenberghe, 1994; MacLure & Stronach, 1993; Witherell & Noddings, 1991).
Story telling, life stories, narrative, and drawing on biography and autobiography
of teachers, have been used to examine a range of issues in education, from

preservice training, professional practices and knowledge, to experiences of self.
Contemporary research has been blending the personal with the professional
lives of the teachers, drawing away from isolating teachers and what they do in
their school day, to examining teachers as people, with lives, personalities,
histories, likes and dislikes, all of which impact on their teaching and their teacher
experience. This work has also encouraged reflection on individual teachers,
rather than just focusing on teachers as a group, so issues such as the differences
as well as the similarities between teachers can be addressed. Likewise, individual
action, thought and choice can be discussed as credible and important.
The nature of the relationship between the person telling the story and the
researcher is an essential component to any life history work. At best, it can be
reciprocal in that the researcher can offer things back to the story teller, rather
than just gathering or taking the story. The story teller, in this context a teacher,
then plays a significantly different role. They move from the position of being an
object of research to being a subject who creates her/his own history (Casey,
1992) . By working, and collaborating on the production, both researcher and
teacher each "see the world through a different prism of practice and thought"
(Goodson, 1992b, p. 240) and thus can bring differing insights, analyses, and
knowledge into the experience. For example, linking the personal with the
political (Middleton, 1988), or reconstructing the understanding of the problems in
a wider contextual setting (Casey, 1992) allows a fuller exploration and
understanding for both the teller as well as the told.
Through the life history method, insights can be gained into how individuals,
over time, have come to terms with the constraints, choices and conditions in
which they work and live. At the same time, the researcher can relate these
insights to the wider social and structural power bases of society. This method,
therefore, becomes particularly appropriate for examining kindergarten teachers'
lived experiences. This blend of life story and context allows for a pro-active

approach in addressing the teacher as an agent responding to, and resolving, the
contradictions and experiences of their lives.
In this study, life history is particularly valuable for examining processes and
experiences of social change, involving the roller coaster rides of educational
reforms (Meade, 1990)which have occurred over the past decade. This appears to
me to be essential at a time when teachers' voices are increasingly discredited as
New Right philosophies of the Governments (1984-1996) have been given
increasing credence and power to officials and parents within the education
sector. Similarly, Casey (1992) argues that not only have teachers been excluded
from policy making, but researchers too have failed to address teachers in a way
that does not reduce them to 'objects' which can be manipulated for particular
political ends. She argues that the resulting policies are ones which are
incongruent with the teachers' own "desires to create significance in their lives" (p.
188).
This desire to create significance and meaning is a key to this study.
Research which addresses teachers' lives is particularly important in this context of
ongoing change and reform, so as to "re-assert the importance of the teacher: of
knowing the teacher, of listening to the teacher and of speaking with the teacher"
(Goodson, 1992b, p. 234).
Life history methods can help address the gaps in our understanding of
women teachers' lives. It offers the ability to hear the stories of kindergarten
teachers as they make sense of the changes occurring in their workplace,
positioning their lives, their work, and their personal experiences within the wider
structural and power bases of the world in which they live.

FOUCAULT AND POWER
Michel Foucault's discussion of power can be seen as a useful tool for
reconceptualising power in the lives of kindergarten teachers. In my view
Foucault's notions of power present a new way of viewing and understanding
power and the operation of power, enabling a wider critique of the realities of the
kindergarten teachers' lives in this study - one whch is compatible with the life
history method.
Firstly, Foucault critiques the traditional view of power, to which he ascribes
the name of the "juridico-discursive"conception of power (Foucault, 1980c, p. 82).
He argues that this form of power is based on the heavy hand of prohibition,
repression threats and punishments. Foucault sees this as a negative concept of
power where the ruled are restricted by the rulers and are limited in their
behaviours by being prevented from doing what they want to do (Weberman,
1995, p. 190). Foucault's approach is a revolutionary move away from seeing
power as a thing which is possessed by someone (singular or plural) and used
against someone else. Foucault is not denying that this power exists but he denies
that it resides in the hands of some ruling elite, or only with the state. Power
comes, not from above but, from amongst us in a "cluster of relations" (Foucault,
1980b, p. 156).
Secondly, Foucault does not deny that top-down repressive power exists but
that "it does not capture those forms of power that make centralised repressive
forms of power possible, namely, the myriad of power relations at the micro level
of society" (Sawicki, 1991, p. 20). He instead offers an alternative description.
Rather than seeing power &
o

as repressive, or oppressive - something which

always says "no", something some people have and others don't - Foucault
encourages a wider understanding of the politics and processes of power. His
theory of power addresses how power is exercised rather than possessed, that it

is productive rather than repressive, and that it should be analysed from the
bottom up rather than the top down (Sawicki, 1991, p. 21).
However, Foucault acknowledges that not all power relations, nor the
effects of the application of power, are the same. Some will involve more
constraints and different experiences, and will have aspects and features to them
that make them less appealing as a position. Likewise certain positions will still
have the ability to dominate and produce an effect of supremacy, for example,
class domination (Foucault, 1980b, p. 156).
Thirdly, Weberrnan (1995) argues that, although Foucault does not
explicitly provide a mechanism for distinguishing between different types of
power, it is compatible with his descriptions to do so. This acknowledgment that
individuals will, or may, experience differing positions within power relations
allows an acknowledgment of the macro-factors at work and of variables such as
gender, race and class, which position individuals very differently in society. The
key is the relational aspect of power. Foucault continually reiterates that power in
any 'substantive sense' does not exist. To think that it can be found or located in a
given point, Foucault sees as a misguided analysis and one which cannot account
for many of the phenomena which can be explained by a discussion of power as
"a more-or-less organised, hierarchical, co-ordinated cluster of relations"
(Foucault, 1980a, p. 198).
He argues that to concentrate only on the macro-level leaves some of the
more valuable questions unanswered from any analysis. By asking 'who has the
power?' and 'what will that person do with it?' leaves unanswered the more
important questions of "where [power] installs itself and produces its real effects?"
(Foucault, 1980d, p. 97). Gore (1996), in examining power in four different
educational sites, was able to demonstrate Foucault's notions of power at work.
For example, in her chosen sites, practices of power were occurring at all times,
and in all of the sites. She cites this as an example supporting Foucault's view of

power as circulating, and that traditional attempts to shift power from one group
to another are limited, as power is present in all places and at all levels. She also
observed that there were patterns within this circulation of power and that they
could be related to other dynamics such as class, race and gender (p. 3).
Foucault's concept of power then allows an analysis which shifts from
addressing power solely at the macro realm of structures and political realities, to
allow an examination at the micro-level - right down to the human body. Power
struggles are not about who has or does not have power, but about the
deployment of power: how power is exercised (Ramazanoglu, 1993, p. 21).
Power is therefore not simply a commodity which individuals or groups can own
or seize (Sarup, 1988, p. 82), but instead works along the lines of a network or a
capillary action. By this Foucault means that power circulates "through
progressively finer channels, gaining access to individuals themselves, to their
bodies, their gestures and all their daily actions" (Foucault, 1980b, p. 152). In this
way, it is as effective with large populations as with individuals. Thus the point of
application of power is where Foucault stresses we should be addressing our
study. By using this understanding of power with the life history method, the
stories of teachers in this study recognise the relations and applications of power
at work in both the micro and the macro settings of and the contexts of their dayto-day lives. By examining their life stories in this way we can begin to ask new
and important questions about the teachers' every day lives.
Weberman (1995) argues that the distinction between Foucault's positive and
negative effects are not as clear cut as may first be assumed. For example, power
may stop us from engaging in a behaviour or action (i.e. negative) at the same
time we are engaging in a different behaviour or action (i.e. positive). Thus,
Weberman argues that the negative and positive effects of prevention and
production "are not, as Foucault would have it, opposite conceptions of power,
but flip sides of the same coin" (p. 195). In discussing kindergarten teachers and

power it is important to understand that power can circulate in different forms
and at different levels throughout any teaching moment. For example, the
children in their care are in a differing power relationship with the teachers.
While feminist research aims to mitigate power relations ... the adult-child
relation cannot be easily dismantled, and there may also be real
developmental limitations on what can be done to change this. (Burman,
1992, p. 49)
Likewise, teachers' interactions with each other, parents, supervisors, inspectors,
community representatives et cetera, all demonstrate different power relations at
work. The usefulness of a power analysis which focuses on more than a central
power source then reflects more accurately the lived experiences of the
kindergarten teachers. On the one hand, they can be seen to be more powerful
than the children they care for and, on the other hand, powerless in terms of state
and legislative processes (for example, State Sector Amendment Act 1997).

Disciplinary Technologies
The day-to-day effects of power are described by Foucault through
disciplinary technologies. Foucault's study of the evolution of the modern prison,
hospital and asylum demonstrated a shift of power from the overt brutal physical
punishment, to that of a more insidious form of power - that of self-control. He
argues that this self-control became the most effective form of control over
populations as it is gained, not through repression but, by eliciting consent.
Building on from the earlier disciplinary technologies of religious confession,
medical examination and military exercise, modern society has more effective and
subtle forms of social control that move from punishment to coercive procedures.
These procedures coerce individuals into behaving in a way that has been
classified by any given society at that time as 'normal' (Roth, 1992). How this is
achieved, according to Foucault, is through three new forms of, what he calls,
disciplinary technology - surveillance, written examination, and the normalising
judgement.

Surveillance
The concept of surveillance (the "all-seeing gaze") in the construction of
ourselves as subjects and as a form of normalising power (Foucault, 1961,1977,
1980b, 1980~;
Gordon, 1980) is useful when looking at the issues in kindergartens
and, indeed, educational institutions. In his discussion of surveillance, Foucault
used the example of the Panopticon, Bentham's 19th century prison model. 'Ihs
was a design for the constant visual monitoring of prisoners and Foucault has
used this to describe how people turn themselves into self-observing subjects
who are controlled inwardly by their own constraints and actions (Foucault, 1977,
1980b). He discusses how surveillance replaced other forms of social control at
the end of the 18th century. In contrast to feudal times, where control of
populations was based on force and overt demonstrations of disciplinary power,
effectivepower became institutionalised by the ongoing surveillance of the
person. This in turn, Foucault argues, becomes internalised and the individual
becomes constrained and careful in their behaviour (Foucault, 1980b, p. 155).
This inspecting gaze, applied by Foucault to account for the overall
structuring of power relations in modern societies, provides a model for the
structures and strategies that work to institute a docile and normalised populace
without the constant threat of violence. How it works is that the significance of
'the gaze' generates morally self-monitoring subjects (Foucault, 1977, p. 202).
The usefulness of Foucault's ideas in this context then is in the production
of 'safe and controlled' teachers who are 'producing themselves' and each other
through implementation of a range of kindergarten centre and service policies,
from sexual abuse prevention to staff performance appraisals - watching each
other and watching themselves. These teachers then become "safe" teachers
constantly being monitored - at any time someone can or could be (and is)
watching them. The teaching profession and early childhood organisations
themselves have developed policies and practices which, while protecting

themselves within the legislation, also work to continue the surveillance and
construction of 'docile bodies' (Sawicki, 1991).
As well as the general control of populations the control of sexuality is
implicitly behnd tEus surveillance. Foucault hghlights how this has become
inscribed in architecture. He discusses the way educational institutions are
designed to allow students and their teachers to be constantly under the gaze
(Foucault, 1980b, p. 150). In the context of schools, Middleton (1996) builds on this
idea of surveillance to discuss the disciplining of sexuality in the school
environment. She identifies how the bodies of individuals are subjected to the "all
-seeing gaze" (Middleton, 1996, p. 11)which becomes central to the lives of
students. She argues that this process involves the spatial location of where
students can be and who they can mix with, their bodily movements in space and
their positioning, that is, seated in rows, groups et cetera, and uniform dress
standards and codes (Middleton, 1996, p. 11). Kindergartens and childcare centres
are particularly designed with open spaces, large windows, and good viewing for
many safety and educational reasons. At the same time, these wide open spaces
allow for constant surveillance from not only other staff and adults present, but in
some cases passers-by on the street, and residents in neighbouring properties. By
constantly being watched, a level of judgement about what is being 'seen' then
comes into play. This is the power of public opinion which is expressed in the
media and by communities. The impact of this cannot be underestimated.
Foucault (1980) discusses how 'opinion' was used as a source of much power in
the era of the French Revolution. This power of 'opinion' was seen as a
controlling measure which, coupled with surveillance, would maintain a 'good'
population of citizens without having to resort to violent force (Foucault, 1980b,
p. 153).
Foucault reminds us that this principle of visibility and surveillance is not
the only technology of power that has been used since the 19th century. He

argues that in modern societies the procedures of power "are much more
numerous, diverse and rich" (Foucault, 1980b, p. 148), but this process of
surveillance and its resultant internalisation cannot be ignored in its place in
effecting relationships and day-to-day practices in kindergartens and child care
centres.
One of the effects of this combined surveillance and public opinion
(judgement) is the highlighting of individualisation and separation of institutions,
for example, each kindergarten, and those within the institution, for example,
each kindergarten teacher. The increase of schools and early childhood centres as
separate, stand-alone, individually viable units, which devolution policies of the
past decade have created, supports the cellular structure that is central to
Foucault's argument about disciplinary power (Foucault, 1977). Structures and
devolved systems such as bulk funding, individual school and centre policies,
community responsibility for the operation and running of the school/centre, all
contribute to undermine collective and co-operative practices, setting schools and
centres as competitors, expecting that some will flourish and others will close.
Monitoring and surveillance take on new meanings in these cellular structures.
Individuals can be more closely monitored, commented on, punished and
disciplined (Foucault, 1977, pp. 148-149).

The Examination (Written)
Another of the disciplinary technologies, which Foucault argues functions
to discipline individuals in modern society, is the examination or written record
(Foucault, 1977). Foucault highlights how written records come to represent an
individual. Not only does it expose the individuality of the subject to the world,
but it turns real lives into writing (Foucault, 1977, pp. 189-190). This
documentation functions to produce objectification and subjection where "the
individual becomes a 'case' whose individuality is observed, documented and
thereby emphasised (Hall & Millard, 1994, p. 158).

For students, this takes the form of profiles, examinations, record cards, et
cetera; for teachers, it takes the form of reviews, appraisal systems, employment
records, professional development programmes et cetera. For kindergarten
teachers, written records and assessments form a large part of their in-service
working experience36. The writing of monthly committee and Board/ Association
reports place in concrete the programming and practices of individual
kindergarten teachers. The reviews undertaken by Senior Teachers, Education
Review Officers and Ministry of Education officials all conclude in written reports
which are often made available for public consumption37. Professional
development programmes are increasingly similarly incorporating written
reports, and/ or examinations. All these written records represent the 'teacher'
and allow others to judge, evaluate, and categorise 'the teacher'.
The examination (or written record) can then be seen to classify individuals
into ranks and categories. In this way, individuals are able to be compared with
others in a group and either rewarded or treated differently in some way (Roth,
1992). The examination, therefore, acts as the "supreme instrument and symbol of

the disciplines. The examination is both a ritual of power and an acquisition of
knowledge; it permits both surveillance and a normative judgement" (Shiner,
1982, p. 394). The construction of a docile (normalised)teacher begins to take
shape.
Worthy of note here are the recent changes to the review and support
services for education in New Zealand. The move away from the combined role
of early childhood advisers who 'inspected' as well as 'supported' to a separation
of these services to the Education Review Officers and Ministry Officials for

3 6 ~ hdiscussion
e
here centres on in-service not preservice training experiences. Such a discussion
would have as much relevance for the training experience of kindergarten teachers but could be a
focus of another study.
37~ducationReview Office reports are available on-line soon after they have been released by
the Office and often summaries of their findings are reproduced in local newspapers.

inspecting, and Early Childhood Development Unit38, and other contestable
advisory support programmes for support and guidance, raise complex issues in
light of these notions of power and written documentations in the construction of
teachers and teaching. Any sense of a shared professionalism, alternative ways of
behaving and shared professional relationships and decision making have been
replaced by nationalised and standardised checklists and guidelines for reviewers
and evaluators, and public reporting is often the outcome - a normalising
judgement.

Normalising Judgement
Surveillance and the written examination (record) provides for, what
Foucault calls, the normalising judgement, which is the third disciplinary
technology. This normalising judgement has become a powerful tool in the
functioning of modern disciplinary power (Foucault, 1977; Gore, 1995; Roth,
1992). This is where, arguably, institutions, such as schools, and in this case
kindergartens, play a leading role in the productive processes of power in society.
While Foucault's own study was on prisons and hospitals he has argued that the
techniques used in prisons are commonly applied in our other institutions to
normalise individuals to conform to society's norms through "transforming their
conception of who they are and want to be" (Weberman, 1995, p. 194). Sawicki
(1991)sums up the attraction of h s normalisation as a disciplinary technique and
as an explanation for its hold on individuals by identifying that "if patriarchal
power operated primarily through violence, objectification and repression, why
would women subject themselves to it willingly? On the other hand, if it also
operates by inciting desire, attaching individuals to specific identities and
addressing real needs, then it is easier to understand how it has been so effective
at getting a grip on us" (p. 85).

38 In 1998 the Early Childhood Development Unit changed its name to Early Childhood
Development.

%s norrnalising judgement is aided by the notion of a 'confessional', or
confessing society, which plays a large part in the construction of this
manageable, self-regulating populace. The notion of 'confession' makes
previously inconspicuous individuals audible as well as visible. This behaviour
has become an everyday event where we 'confess' in
justice, medicine, education, family relationships, and love relations, in the
most ordinary affairs of everyday life, and in the most solemn rites; one
confesses one's crimes, one's sins, one's thoughts and desires, one's illnesses
and troubles; one goes about telling, with the greatest precision, whatever is
most difficult to tell. (Foucault, 1980c, p. 59)
Increased accountability has seen a rise of 'confessing' in education. In the
case of kindergarten teachers and kindergartens, as previously mentioned, there
are monthly reports to the individual committees, association and board
meetings, reports both written and oral to senior teachers and Education Review
Officers. There are self-evaluation and self-assessment procedures, staff meetings
to report to, parents to explain and justify actions and practices to, et cetera.
These can all be conceptualised as part of the surveillance, monitoring and
confessional procedures which Foucault highlights as creating the 'docile body'
and the manageable normalised populace - in this case the 'docile kindergarten
teacher' w i k n a populace of other normalised kindergarten teachers. Foucault
traces how these techniques, developed initially for disciplinary and control
mechanisms, have "swarmed" to become part of our everyday establishments
and institutions to "an indefinitely generalizable mechanism of 'panopticism"'
(Foucault, 1977, p. 216).
Marshall (1990) explains how through the examination and the use of
'confession' "people are classified as objects and the truth about them is 'revealed'
to themselves. In constituting the subject in these ways, modem power produces
governable individuals" (p. 26). 'Governable subjects' within the education system
applies as much to the teachers as the students. Deacon and Parker (1995) chose
to identify the disciplinary mechanisms of the examination and the confession as

keys to the power relations that constitute teachers. They see the ritual of "to tell
what one is" as a discernible effect of power, as once the telling has occurred this
"producesintrinsic modifications in the person who articulates it" (Foucault, 1981
cited in Deacon and Parker, 1995, p. 115). Combined with examination,
hierarchical observation, and normalising judgement, the teacher becomes both a
subject and object at one and the same time (Foucault, 1982, p. 212).

Subjectivity
Foucault's main interest has been in the ways in which individuals are
constructed through disciplinary techniques, nomalising practices and competing
discursive practices (Allan, 1996). One of the goals of Foucault's work has been to
"create a history of the different modes by which, in our culture, human beings
are made subjects" (Foucault, 1982, p. 208). Foucault's attention to how power is
enacted through bodies is a helpful explanation of the idea of a 'docile teacher'.
Through disciplining, nomalising judgements and surveillance, as discussed, new
lunds of people are created. In becoming or being a kindergarten teacher,
Foucault's notions of power and discourse are helpful theoretical tools. Scott
argues that "the story is no longer about the things that have happened to
women and men and how they have related to them", but "how subjective and
collective meanings of women and men as categories of identity have been
constructed" (cited in Theobald, 1996, p. 179).

Discourse
Discourse plays a key role here. Although this arises out of Foucault's earlier
work it still retains importance in understanding the application of power and the
role of power in creating the subjectivity of an individual (Foucault, 1970; 1971;
1980~).Foucault's concept of 'discourse' is a cornerstone to his arguments on
power and subjectivity. He identified discourses as historically specific ways of
speaking knowledge and truth, that is, what is possible to speak at any given

moment, who can speak and with what authority. Discourses then act as sets of
rules and behaviours. In this way, discourses are powerful. For Foucault,
discourses do not merely reflect what already exists, but they actually work to
create this reality (Foucault, 1974, cited in Ball, 1990, p. 2). These discourses (and
their resultant discursive practices) appear often as 'taken-for-granted' ways in
society (Gavey, 1989; Weedon, 1987). Individuals act on the basis of their ideas on
how the world should be. Within discursive fields (that is, the arenas, institutions,
or organisations where discourses are occurring) complex negotiations and
struggles between the various discourses occur over the meanings to be given

'truth' status, and to be incorporated into outcomes, such as state policy
(Yeatman, 1990).
It is through discursive practices that the discourses in which individuals
have positioned themselves are put to work at the most personal point of an
individual's life - at the level of their subjectivity. A person's subjectivity is seen
to be produced within the discourses of any particular time and historical context,
that is, "it is by locating ourselves within the multiplicity of available discourses
that we develop our identity" (Scott Melton, 1992, p. 82). Individuals may choose
at any one time to be located between, across or within contradictory and
competing discourses as they form their subjectivities. These positions, which
may contradict each other, can give rise to tensions and/or the possibilities of
change and challenge to the status quo (Scott Melton, 1993).
While it is appealing to h n k that an individual could choose from a
multiplicity of discourses for shaping their subjectivity, individuals are more likely
to take up dominant discourses in their ways of thinking about themselves, and
others, as well as their lifestyles, patterns, behaviours and beliefs (Gavey, 1989;
Weedon, 1987). Thus, power is activated by individuals assuming identities within
specificpositions. By occupying certain places with regard to a discourse, the
"individual is then empowered to act according to the identity prescribed by that

discourse" (Crowley & Himmelweit, 1992, p. 236). Foucault, then, sets us a new
challenge:
The conclusion would be that the political, ethical, social, philosophical
problem of our days is not to try to liberate the individual from the state,
and from the state's institutions, but to liberate us both from the state and
from the type of individualization which is linked to the state. We have to
promote new forms of subjectivity through the refusal of this kind of
individuality which has been imposed on us for several centuries. (Foucault,
1982, p. 216)
The creation of self is no longer the unproblematic unitary linear process it
was once perceived to be. Although Davies and H m 6 do not refer to Foucault,
their discussion of positioning within discourses is consistent with Foucault's
discussion of the creation of 'subjects'. Davies (1992), developing this same
argument with regard to the construction of women's subjectivity, highlights
how the notion of women 'positioning' themselves within the available discourses
answers the problems of defining the 'self'. She argues that this positioning is an
interactive relationship whereby the individual participates and positions itself
within various discourses and, by the nature of this, becomes a "speaking subject"
but is also "spoken into existence as subject" (p. 64).
Agency
Therefore, the only way to transform political relations that make sense is to
produce new discourses and discursive practices, and so new alternatives for the
'self'. Burman (1992) suggests that feminist theory expands the notion of
resistance proposed in post-structuralist theories. She argues the notion of
resistance is individual and elusive rather than collective. The solution is,
therefore, to attend to the ways that discursive positions are adopted and
changed, resisted or used by "speaking subjects" to allow a theory of agency to be
incorporated (Burman, 1992, pp. 50-51).
The analytic tools offered by Davies and Harr6 (1990) fit with this strategy.
In their analysis, they claim that it is possible to retain agency and choice in the

making of 'self' by using the idea of 'positioning'. By this they mean that the
individual within existing social structures has the ability to choose which
discourse they will 'position' themselves in at any time and in differing
circumstances. %s choosing provides the possibility for individuals to a d
agentically.
As the discourses available at any one time are in a constant state of change,
a person moving through these discourses is always in a state of flux or constant
change as well. For this reason, Davies and Harre critique the notions of a unitary
self and the idea of 'role' to explain a person. In 'role' theory based on the
dramaturgical model, Davies and Harr6 argue that the person has prescribed
roles which they are expected to follow, lines that are already written, and scripts
they are required to enact. Choice is then limited. Rather, they argue, a more
helpful analysis is to see individuals choosing 'positions' which allow agency of the
person to locate themselves in discourses which make sense of their own and
others lives (Davies & Harr6,1990, pp. 42- 46). This negotiating of position sets
the frame for the notion of multiple selves, constantly in the processes of being
reformed and remade as a direct contrast to seeing the development of 'self' as a
linear unitary process (pp. 46-59). This sits comfortably with Foucault's
description of the construction of subjectivity and the place for resistance and
agency.
Despite the criticisms of Foucault's work, for his lack of strategy for a new
direction, and the vagueness of the ideas of agency in his writings, there are
places where readers can see that his work does offer the potential for change and
"possible paths of attack (Sawicki, 1994, p. 295). Pignatelli (1993) points out that
we must not read into Foucault's work approaches and messages which are
clearly not there, despite our desire to have Foucault provide us with a map or
alternative action plans. To do this, Pignatelli argues, is to contribute to exactly
what Foucault opposed (p. 415). But Foucault's understanding of power relations

allows us to think of teacher agency in a new way. Pignatelli (1993) argues that
no longer does teacher agency reside "exclusivelyin a single, ideal organizational
structure, pedagogical philosophy, policy initiative or educational program" (p.
427). Pignatelli goes on to argue that teachers should not ask "who am I?" but
"what are we?" as this moves the examination from the 'universal and unlustorical
subject' to a teacher who has been constituted and managed over time (Pignatelli,
1993, p. 417).
This is not to say that teachers are passive puppets. Teachers are not only
oppressed or suppressed by others who have power over them but they,
themselves, are involved in this process of power relations. By encouraging
teachers to see their own complicity in their positionings and their power
relations, their reactions to, and strategies around, circulating power, agency can
play a large part in their lives. As Pignatelli sums up "one cannot take action in an
educational system without being implicated in this play" (Pignatelli, 1993, p. 427).
Foucault's recognition of the existence of power in changing and
transforming the individual from the "inside out" without conflict is an extremely
valuable tool (Weberman, 1995). Foucault's tools allow us to see self and identity
in a new way. If one's self is constructed within a myriad of social relationships
(read power relations), discourses and discursive practices, the identity that
emerges can be seen as one that is "fragmented and dynamic" (Sawicki, 1991, p.

41).
One major problematic feature of Foucault's stance is that, within his view,
there cannot be a model of self which centres around any essential features; for
example, 'woman', 'homosexual', 'M8ori' et cetera. However, this can be a
liberating tool rather than a restriction in lus argument. Using a Foucauldian
approach would necessitate addressing concepts of self and identity in terms of
cultural and historical specificity rather than appealing to set and assumed
categories. This offers new possibilities for understanding individuals' lives' and

the meaning that they ascribe to them. Pignatelli (1993) argues that teachers must
challenge and rework their identities by questioning the discursive condition and
practices which produce docile teachers (pp. 419,430). He lists such features as
the unquestioned textbooks, the tracking patterns, the rigid allocation of
space and time in schools, the discouragement of collective projects, the
exclusive parceling of knowledge into discrete subject content areas, and the
like.... It means demonstrating, encouraging - indeed rewarding - multiple
ways of making meaning and achieving excellence. (Pignatelli, 1993, p. 430)
In this way, the conditions which have been working to constitute the 'self' can be
changed to include alternatives. Pignatelli sees this task closely tied with teacher
agency and part of, in a profound sense, to the whole endeavour of freedom
w i h n education (pp. 419,430).

Resistance
Foucault's position on power differs significantly from emancipatory and
critical theories which are based on a priori collective interests, human nature, or
natural human interests, or on a position which is perceived to be outside power
structures. Calhoun (1992) points out that Foucault, like many other postmodern
theorists, can only advocate resistance and can never work towards or suggest
emancipation.
For Foucault, liberation is not from 'power' but from repressiveness which is
used to oppress. There is no such h n g , according to Foucault, as a power-free
realm, or a zone outside of power. All behaviours occur within power relations
and even to resist one set of power relations involves being part of some other
set of power relations (Weberman, 1995, p. 212).
Where does that leave Foucault? Weberrnan (1995) sums up Foucault's
position as one that addresses overcoming power relations "one at a time or
'locally"' (p. 212) and justified on a piecemeal basis. There can be no claim to the
status of an ultimate truth or justification. Similarly, Sawicki (1991) sees the

practical implication of Foucault's views for resistance which "must be carried out
in local struggles against the many forms of power exercised at the everyday
level of social relations" (p. 43). The implications of this for resistance is that, if the
relations of power are dispersed and fragmented, then so must be the resistance
to that power. She suggests that by focusing attention to specific situations and
addressing these effects of power, then this can lead us to a better understanding
of particular struggles and thus to social change. In her defence of Foucault,
Sawicki explains that by using his analysis of power and resistance we can gain
freedom by discovering the historical links between subjectivity, modes of
domination and dominant discourses to resist the way in which "we have already
been classified and identified" (Sawicki, 1991, p. 43). So, the practical implications
of Foucault's work is that resistance must occur at the local level, in local
struggles, against the myriad examples of power being exercised at the everyday
level of social relations (Sawicki, 1991).
This approach gives permission to address power, agency and resistance at
the micro level, the macro level, the public level, in the private space, and within
'official' discourses and 'unofficial' discourses, opening up new avenues to address
the lived realities of women teachers.
GENDER
The notions of 'gender' and 'woman' have become hotly debated and
contested both within feminist thought and other varying theoretical positions.
The move from modernist thought to postmodernist thought in particular has
highlighted the difficulties with essentialist notions or universalising tendencies of
concepts and language terms such as 'woman', 'man', 'race', 'class' et cetera.
Equally problematic are the binary oppositions of modernist thought. Theobald
(1996) argues that the ideas associated with the 'essential self' can no longer be
accepted and new questions must be asked for any research in narrative or
biography. She highlights this by paraphrasing Denise Riley Sojourner Tmth's

famous refrain 'Ain't I a woman' with 'Ain't I a fluctuating identity?' (Theobald,
1996, p. 178).
I draw on Barbara Marshall's (1994)term of "gendered subjectivity" (p. 94) in
the sense of both the social construction of gender and the embodied notion of
gender. The merit I see in using this dual focus sense of the term gendered is that
it offers the possibility to rethink gender in terms of the part women play in not
only being constructed as 'woman' but also in having a vital and pro-active role in
the shaping of gender and the gender order.
I, similarly, reject the notions of gender essentialism. In so saying, I
recognise that feminist essentialism is by no means a unitary theoretical position.
Marshall (1994) identifies three streams of essentialist thinking which she
categorises into the biological (for example, the work of Shulamith Firestone, and
Mary Daly), philosophical (for example, Simone de Beauvoir) and historical
reification (for example, Chodorow and Dinnerstein). Marshall argues that this
essentialist thinking of gender identity is either based in biological experiences of
reproduction, a universal principle of consciousness based on gender, or the
social/ sexual division of labour (pp. 104-109). Gender identity within these
theoretical positions is based on the public-private dichotomy. The use of
dualisms are critiqued by many feminist writers as unhelpful to the debate on
identity. Marshall (1994) argues that by relying on historical dualisms, such as
male-female and public-private, the conception of identity as multiple,
contradictory and fluid is lost (p. 115).
This is where poststructuralist theories, which reject universalising answers,
can add to our understanding of gender in a useful way. Post-structuralist
thoughts can add a vocabulary to help deal with the problems of earlier
essentialist approaches to identity, subject and feminism (Marshall, 1994, p. 111).
The challenge whch post-structuralist feminist theory offers is a refreshmg way

to examine the position of women in society and the whole debate on identity,
subjectivity and agency.

I share Marshall's view that the adoption of post-structuralist conceptions
and language of plurality for the subject, discursive construction of subjectivities
and contradictory and constantly changing positions do not have to exclude an
analysis of material realities. She argues that this kind of approach to theorising
gender "requires coupling deconstruction with reconstruction " [emphasis added]
(Marshall, 1994, pp. 111).
Thus, the concepts of collectivity and material realities, which are clearly
articulated by the kindergarten teachers in this research, echo the argument of
Marshall when she says:
There is an inherent tension between the term 'woman' as a theoretical
construct which implies gender as universally constitutive of the subject, and
the realities of really existing 'women' who may or may not share a unified
'gender identity'. Recognising this tension, it seems more appropriate to
speak of 'gendered identities', implying a recognition of plurality and
difference without abandoning the notion that gender does play a part in
constituting the subject. (Marshall, 1994, p. 112)
Therefore, the gendered identities of the women teachers, recognising the
reality of their material lives and the gendered order of their working and
personal lives, plays a large part in the kindergarten teachers' stories.
The social ordering of gender is an important aspect to consider. This thesis
does not address the psychoanalytic, or psychological theories of gender which
place gender exclusively at the level of the individual subject, thus making the
social level of gender all but disappear. "Gender is not only the psycluc ordering
of biological difference, it is also the social ordering of that difference" (Marshall,
1994, p. 113).
To look at gender, then, at a social level, rather than only at an individual
psychological level both describes and explains the gendered social order that

imposes realities on individuals - both men and women. While the content of
gender is in flux and constantly in negotiation, it is the salience of gender
categories which are persistent (Marshall, 1994, p. 115). Exploring social relations
highlights how the notions of gender embodiment become sometimes invisible,
mostly always personal and continually perceived to be natural.
Jill Matthews' (1984) work introduces the term "gender order" as a process of
naming the power relations between women and men. Matthews describes tlus
gender order as both an ideological and a material grid which acts as a system of
power relations which shape women and men into the approved gender types.
This social differentiation then builds up into a sexual difference which then
becomes social inequality (Matthews, 1984, pp. 13-14). This gender order then
becomes embodied by men and women (Matthews, 1984, p. 16) and thus
provides the grid for regulating gendered identities, both materially and
ideologically (Marshall, 1994, p. 116).
The importance of retaining the concepts of woman or women is the basis
for politicised feminist action. Burman (1992) has warned how "the combination
of repudiating an inadequate, homogenising model of Woman with the feminist
commitment to value each women's experience has meant that power relations,
relations of oppression, are in danger of being dissolved into mere differences"
[emphasisin original] (Burman, 1992, p. 47). Burman (1992) continues to argue
however that the very material realities and the resultant experiences of women's
position in society does provide a commonality for strategic purposes:
"Experiences of oppression, then, not only constrain and produce our
subjectivities (with very material effects); they also permit some basis for unity"
(Burman, 1992, p. 48).
There are compatible points between the use of Foucault's tools and analyses
and those of feminist theorists. Sawicki (1994) argues that Foucault's
understanding about power, which allows for the enactment and exercise of

power outside the narrow definitions of Marxist and/or political realms, overlaps
with the feminist insights surrounding the politics of the personal life. I am
reminded here of the 'personal is political' feminist slogan. Similarly, Foucault's
rejection of universalising tendencies in theories can also be argued to fit
alongside the feminist debates about the limited use of liberalist and Marxist
theories for a feminist emancipatory politics (Sawicki, 1994, p. 290). Diamond and
Quinby (1988), in their discussion of Foucault and feminist theories, suggest there
can be a "friendship grounded in political and ethical commitment" (p. ix). They
argue that by respecting the differences and not attempting to make one and the
other the same, an interaction between feminist and Foucauldian analyses can
create "dialogical rather than monological descriptions" (p. x). They see that the
areas Foucault and feminist theories converge on are: firstly, that the body is a
site of power where both docility is achieved and subjectivity is constituted.
Secondly, the micro, or local operations of power are considered, rather than just
looking at the state or macro level of power, to explain lived realities. Thirdly,
discourse is considered as playing a crucial role in its capacity to support existing
hegemonic power and both discuss the difficulties in alternative or marginalised
discourses and positions. Lastly, both criticise the promises of universal theories
about "truth, freedom, and human nature" (Diamond and Quinby, 1988, p, x).
But where Foucault and feminist thought must part company is in the
'outcomes' of analysis and study. Ramazanoglu (1993) asserts that feminist
theory must continue to hold onto radical feminists' sense of moral outrage,
continue to trace the connections between women's experiences and the
persistence of male power, and in exploring the unspeakable (pp. 12,14,17).

CONCLUSION
There is a continuing need to listen to kindergarten teachers in the New
Zealand setting, to hear their stories, as an important part of our education sector,
and a distinctive part of our New Zealand social and historical past. There is a
need for studies in the context of the political, personal and professional
discourses and environments reflecting the constraints, choices and contradictions
which make up their position in the workforce and social structures of our
country. As the focus has turned to allowing women to speak and be heard at
other levels of education sectors, now is the time to begin focusing on
kindergarten as distinctive from other education groups, including other early
childhood providers.
Pulling together the theoretical tools of Foucault's analysis of power,
subjectivity and disciplinary technologies, with feminist theory on gender and
women's discursive positionings, alongside current research on women's lives
and experiences through life history methods, the complex and often
contradictory lives of eight women teachers can be explored. Combing these
tools, for the purpose of this thesis, will enable the macro and micro of the
teachers' lives to be explored, the inseparable nature of the public and the private,
and the 'official' versus the 'unofficial' experiences to be investigated and
discussed.

Chapter Five

Method
TEACHERS
Eight women kindergarten teachers were selected and personally invited to
be part of this study.
To be eligible for selection, the teacher needed to be currently teaching, and
to have taught in the kindergarten service for a minimum of 10 years. This length
of time for service enabled a selection to be made of teachers who had teaching
experiences prior to both the educational and social changes which have occurred
since 1984, with the election of the Fourth Labour Government, and the ensuing
policies with the National Government (1990-1996). Not all the teachers in this
study had taught continuously over the past decade, which is consistent with
literature on women teachers' careers, which highlights the differing patterns of
employment for women, for example, interruptions for family related, or similar,
periods of leave (Acker, 1992; Casey, 1993; Claesson & Brice, 1989; Department of
Education, 198213; Nias, 1989; Spencer, 1986; Weiler, 1994). Two of the eight
teachers had not taught continuously but were able to draw on the 'before' of the
1980s changes as well as the 'present' of their teaclung experiences. T h s did not
detract from the depth or quality of their stories or experiences, as their teaching
experience was considerable.
Another criterion for selection was that each teacher had, or was currently,
occupying the position of head teacher in the kindergarten. The role of the head
teacher has the responsibility for the administration and work with the
kindergarten committees and parents, which is a very comparable job description
to a teaching principal in a primary school. I expected that head teachers would
have first hand experiences on the reforms and changes from the perspectives of

implementing both the managerial reforms as well as the day-to-day interactions
with the children. Six of the teachers were currently in the head teacher role,
while one teacher worked in the role of a reliever and thus undertook the roles of
teacher or head teacher whenever it was so required, and the other teacher had
returned after a brief period of leave as a teacher in preference to her former head
teacher position. Again, the experiences in terms of 'career steps' of these
teachers demonstrated their differing position of a 'woman in teaching' with
wider personal responsibilities for children and family members. The expected
pattern of moving upwards on the career ladder, from teacher to head teacher
was not the pattern with the eight teachers interviewed who had made decisions
based on familial responsibilities and pleasures rather than career considerations
alone. This has been discussed in other literature addressing women teacher
careers (Acker, 1992; Claesson & Brice, 1989; Evetts, 1990; Grant, 1989; Spencer,
1986).
The teachers were selected from the wider areas of Otago and Southland,
rather than drawing on Dunedin (my home town) or town kindergarten teachers
only. There were three main reasons for doing this.
Firstly, I wished to be able to provide anonymity for the teachers, as the
kindergarten service nationally is a small community where many teachers know
each other well or at least know of each other. I wished to increase the
probability that teachers would not be easily identified by colleagues and
employers by drawing on a larger geographical area. It was explained to the
teachers though, that while every effort would be made to provide anonymity,
readers who are close to each teacher would, in all probability, be able to identify
them. Similarly, the current devolution policies for management have made
teachers more vulnerable to their local employers and I did not want to place any
teacher in a difficult position with regard to her employer over things she may
say in relation to her personal or professional life. Each teacher needed to be able

to feel sure that other teachers were not going to be able to identify them easily if
they were going to be able to actually "tell their story" without being too aware of
self-editing and having to disguise their story. Secondly, by drawing on a larger
geographical area I hoped to see whether teachers in different areas with different
employers, different co-workers, and different communities, would have similar
stories or differing stories. This seemed to be particularly relevant in terns of
many of the changes which had resulted in devolution of decision making and
employee-employer status. I was interested to see how different, or similar,
professional stories from different employing associations may have been.
Thirdly, this enabled a wider pool of teachers to choose from, who fitted the
criteria referred to earlier.
As already mentioned, each teacher was known to myself. All eight teachers
were women whom I felt would be able to tell their stories clearly. Drawing on
my knowledge from our previous relationships and shared experiences, I
approached teachers whom I felt were reflective in their work, informed in their
views and opinions and would be able to articulate these in an interview setting. I
chose teachers who were not necessarily close friends or current co-workers. In
this way, I hoped to avoid problems involved with interviewing friends
(Armstrong, 1987; Cotterill, 1992; Platt, 1981)while being able to build on already
established relationships with other teachers. Writers on life-history and feminist
research (Cotterill, 1992; Devault, 1990; Finch, 1984; Lather, 1991; Oakley, 1986;
Platt, 1981; Riessman, 1987 ;Young, 1992) all emphasise how the relationship
between researcher and respondent is the key to the whole enterprise. By
individually choosing the teachers, I felt that both the teachers and myself would
be in an environment where we had shared ground already, and an ongoing
relationship. I considered it to be very important for the teachers to feel that they
could have trust in me, as a peer as well as a researcher, that they felt in control of
the process, and that their standing within the kindergarten community and in
their relationshps after the study would not be compromised.

Biographical Information

All eight women teachers had undertaken their pre-service training at
Dunedin: seven had attended the Dunedin Kindergarten Teachers College in York
Place, and one trained in the early years of the Kindergarten College relocation to
the Dunedin Teachers College (now called the Dunedin College of Education). At
the time of the interviews, the years since graduating ranged from 28 to 15.
Within these years, each teacher had held a variety of teachmg positions,
experiences, and leave before taking up their present positions. Aside from
training, there are other similarities between the teachers. All of the teachers have
continued to gain further skills and up-date their teaching credentials, ranging
from partial university degrees, advanced and higher diplomas in teaching, and
AST and ASTU39 courses. Similarly, these same teachers have all had active roles
in their local and, in one case national, union branches working as representatives,
liaison officers, counsellors, advisers and general officers of the
kindergarten/ early childhood education union. On top of this, they are all
experienced teachers with family commitments which, for six of them, include
children, while all had male partners.
Ths thesis is based on two sets of interviews; the first from 1994 and the
second from 1996. Many factors for these eight teachers had changed in the
intervening months between the interviews; for example, one teacher had gone
on maternity leave at the birth of a baby, another opened her own early
childhood centre and thus moved out of the kindergarten service, and another
had taken leave from the kindergarten to work in inservice advisory courses for
early childhood staff.

39

AST -Advanced Studies for Teachers; ASTU- Advanced Studies for Teacher Units

PHASE ONE
Pilot Interviews

I undertook pilot interviews with two kindergarten teachers who were not
to be part of the study, but who allowed me to practice my interviewing
techniques, use of the recording equipment, and interviewing guide.
To ensure that there were some similarities between the interviews I devised
broad categories, as adapted from Middleton (1988, p. 134) and drew up a guide
sheet. My intention in using a guide was to keep the interviews as unstructured
as possible, so as to allow the teachers' stories to flow with as least interruption as
possible and to balance the interests and stories of the teachers with my focus
areas as the researcher. The headings were family, formal education, decision to
teach, career in teaching and the educational reforms of 1988-1994, with
subgroups underneath, such as significant people, and significant events (see
Appendix A). But, on reflection, I discovered that while I concerned myself with
trying to formulate 'good questions' in my head throughout the interviews, I had
difficulty in doing all the other things, that is, listening, following up and fully
attending to the verbal and nonverbal cues the teachers were using. To solve this,
I devised a series of questions to use flexibly as a backup to enable me to
concentrate on what the teacher was saying and also cover a consistent range of
life history and career topics with each teacher (see Appendix B). In this way I
could follow the advice of Dunaway (1991)and let my tape-recorder do the
recording while I did the listening.
It was through these pilot interviews that I became aware of how much of
the teachers' interviews were framed in story. While I had read widely on
biographical and autobiographical issues with regard to interviewing and
recording life history, the importance of narrative and story became obvious to
me only after the pilot interviews. Other researchers have also identified how the

use of unstructured i n t e ~ e w sconversation
,
and narrative research methods lend
themselves to stories on the part of the participants (Cathro, 1995; Florio-Ruane,
1991). I realised, then, the importance of the narratives and it reinforced my ideas
on my role as researcher in the production of the stories and in the nature of the
relationships between the teachers and myself.
Similarly, I discovered in the pilot i n t e ~ e w that,
s
despite my desire for
minimum input in the interview, it became apparent that this was not only
inappropriate, but the teachers did not find it desirable. As Ann Oakley (1986) had
found in her interviews with women, by joining in and answering questions, the
interviews became a joint story telling. While the interviews were more formal
than a conversation would ever be, there were more similarities to a conversation
than the positivistic definition of an interview. Indeed in the Phase One interviews
of the study one of the teachers (Nikki)reassured me that the interview felt like:
we were having a good chat over a glass of wine ...initially it was very
formal with the setting up of the tape recorder but after a while I forgot
about it and relaxed. (Interview notes, January 1995)
It sometimes came as a surprise to both the teachers and myself when the tape
recorder would click and need to be turned over, so engrossed were we in the
stories. Thus, I endeavoured not to interrupt the teachers' stories, but in a relaxed
pace I made an effort to clarify their ideas and answer questions and comments
generated in the nature of the relationship and situation.
In this way, I approached both the first and second interviews with the eight
kindergarten teachers using my reading of related literature and wider
understanding of the issues involved in undertaking such an endeavour, and
relying on my developed and developing relationships with the teachers.

PHASE ONE INTERVIEWS (1994)
Procedure:

Initial Contact
Each teacher received a personal invitation to be part of what became Phase
One of this study (see Appendix C). The objectives of the research were set out
for them, with the expectations in terms of the time commitments and tasks
involved. An abbreviated research proposal was also included.

Interviews
The first interview took the form of a life [history] focused interview (Paget,
cited in Mishler, 1986, p. 99). This is a combined method which brings the
strengths of life history encompassing a person's life, alongside a specified given
situation; in this case the experiences of being a kindergarten teacher. The focus
of the interviews centred around the discursive situations involved with the
positioning and experiences of a kindergarten teacher, as well as incorporating the
biography of the teacher.
A teacher indicated willingness to be part of the research by signing and
sending back the required form (see Appendix D). A time was then made for the
interview at her convenience. As the teachers were all very busy, this involved
visiting some in the evenings, others in the weekend or waiting until term breaks.
For the teachers who lived out of Dunedin, arrangements had to be made well in
advance. One teacher came to visit me at my home during a term break, and in
the other four cases, I travelled to their homes in term breaks and during
weekends. The hospitality offered demonstrated the teachers' relationships both
to myself and to the research project. Teachers opened their homes, offering me
food, wine and a bed, as well as their 'stories'.

I am acutely aware of the difficulties all the teachers faced in finding the time
in their very busy programmes for the interviews. Most of the i n t e ~ e w were
s
completed in one sitting, with a break or two for coffee and refreshments. But, in
three cases, the i n t e ~ e w were
s
broken and carried out over two consecutive
evenings due to other commitments. Only one interview took place in my home,
while the rest were in the teachers' own homes, as decided by each individual
teacher.
At the beginning of the first interview, the teacher was given a consent form
(see Appendix E) which set out the aims and objectives as well as the ethical
requirements of the study. At this stage the teachers asked questions about the
research, which I always answered as fully as possible. Most were interested to
discover what I had been doing since I had stopped kindergarten teaching, and to
relate current happenings in the kindergarten senrice. While I set up the tape
equipment, and the jug boiled, we 'caught up'.
The interviews were all tape recorded, The teacher wore a small lapel clipon microphone and the hand held tape-recorder sat on a surface between us sometimes on a table, a chair, or the floor.
The interviews became one segment of the narrative that occurred over the
entire project. Staying with the teachers outside of Dunedin also changed the
nature of the interviews. The interviews became part of a continuation of what
was occurring over the whole weekend and highlighted for me some of the
difficulties in treating the interviews themselves as the only source of information
and an authoritative source at that. The teachers talked before, during, after, and
all the time, I was present - with or without the tape-recorder on. The length of
the recorded first interviews varied. The shortest took a little more than three
hours, and the longest just over five hours.

Questionnaire
A questionnaire (see Appendix F) was issued at the first interview to collect
basic career biographical details and collected in the second meeting. The
questionnaire asked for the time line of each teacher's teaching positions since
graduation, other qualifications, periods of leave, and any other work or relevant
involvements. It was designed to enable work histories to be matched with the
life stories from the tapes for analysing purposes. The questionnaires were
destroyed once the final draft of this thesis was completed.

Abstract - Initial Data Process
After the first interview had been recorded, an abstract was made from the
oral tape. This abstract works as an index to the tape, (Frizzell, 1992; Hutching,
1993) so information can be accessed quickly, and the content captured in key
words and phrases used by the teacher (see Appendix G). The purpose of
abstracting in oral history is to make the recorded material accessible to listeners
without full transcription. Frizzell notes that while oral material is best heard, and
not read, an abstract is important "as a guide to the contents of the tape and to be
able to easily locate material you want to listen to" (Frizzell, 1992, p. 80). For the
purpose of this thesis, I made the decision that only the parts of each teacher's
narrative which would be printed in the final account would be transcribed and I
would adapt the use of the oral history abstracting process within my research.
The abstract has the advantage of keeping the interview in its original form. The
whole tape, then, became used as the material for this thesis instead of transcribed
notes. My intention in keeping the interviews in their original tape-recorded form
and working from them was an attempt to increase the likelihood of staying
closer to the original experience of the interviews, remembering that the tape "is
itself only a partial representation of what 'actually' occurred" (Mishler, 1986, p.
47). Thus, I returned to the original recordings, rather than a transcript, for

analytical purposes. In this way, I retained the aural dimensions: the voice's

affedivity as demonstrated through pitch, tone, speed, and through the pauses
and silences (Opie, 1995).

Consultation and Feedback
Perhaps most importantly in terms of this research, I felt I needed to devise
a way that addressed the issues of informed consent and consultation with the
teachers which would not be an added burden to teachers who were already
under great amounts of stress and work. This is where the abstracting process
worked well in place of complete transcripts. The teachers, who may have had
difficulties finding the time to read whole transcribed interviews, were able to
review their entire interview by using the abstracts and listening to the taperecording cassettes. The full tapes of each individual teacher's interview were
returned to each teacher, with the attached abstract. They were then able to listen
to the full tapes and decide on amendments, changes, or editing which they
indicated on the abstract. If they did not wish to listen to the full tape, they could
use the abstract to double check sections that they may have had concerns about,
in hindsight, and indicate these changes on the abstract. In this way, the teachers
were able to review the entire content of the interviews and have a full say over
what they did, or did not, want to have used in the final write-up.
The teachers received the tapes and abstract by mail enabling them to
review the material, and a follow-up meeting was arranged after a reasonable
length of time (see Appendix H). This length of time differed with each teacher
depending on their work and life commitments and the amount of travelling
involved for each of us.
All but two of the teachers listened to the entire tapes. These two teachers
reviewed parts of the tapes, but all the teachers read the abstracts completely,
indicating where material needed to be edited out, or expanded with more
information. The teachers remarked, that in their busy schedules, they would not

have found the time, nor had the interest, to have read full transcribed interviews.
They discussed how listening to their own voices on the tapes had also been a
difficult task, but that the abstract had made the material on the tapes accessible to
them. As an example of the positive use of the abstract method over providing
full transcriptions for consultation and feedback, Elizabeth had been supplied with
, a part of
an additional four pages of straight transcription from her i n t e ~ e was
one tape had a flaw and was very difficult to listen to. She informed me that she
was both bored with the transcribed pieces and actively disliked them compared
to listening to the tapes:

I know that's how I talk but I didn't like seeing it in print. (Interview notes,
August, 1994)

At the follow-up meeting, teachers were asked to choose a name by which
they would like to be known in this, and subsequent, work. The choosing of
these names involved many of the teachers sharing confidential stories over their
choice of names, as each name held a special meaning for each individual teacher.
These names, as a result, now have special meanings for myself also. At this
meeting each teacher signed consent forms allowing me to use the 'agreed edited
tapes' for the purposes of this study.

Preliminary Analysis
Throughout the interviews and the process of abstracting the tapes, I began
to become familiar with the material and tentatively started a preliminary
analysis. I wrote down my ideas and issues about the material as I worked
through the tapes. I reframed research questions to ask myself about the material
and the research process, and began plotting diagrams, pictures and charts to
make visual 'sense' for myself as a starting place for analysis. At this early stage, I
also collated the information from the questionnaires and wrote up a small
biographical profile on each teacher, presenting length of time teaching, periods
of leave et cetera. I pinned the graphed images of this information (containing

their pseudonyms) alongside my work table so that I could review it with ease as
I worked through the analysis.
The preliminary analysis that arose from the stories in the tapes, also arose
from my interests, which had begun the research in the first place and had shaped
and formulated the initial interview questions. As I listened to the tapes, with the
abstracts in front of me, I began noting ideas and comments in the margins. I
started to link different parts of the narratives with earlier pieces and so on, so
that each life history became clear as one narrative, where story flowed on from
story and ideas were played out, explained, expanded, circled, spiralled and
created meaning. As I became increasingly familiar with the taped material,
categories began to emerge from the life stories. While my method of analysis
has been heavily influenced by Glaser and Strauss' ideas of grounded theory
(Glaser & Strauss, 1967), I also followed the suggestions in other qualitative
researchers' work, particularly those who had been working with similar
interviewing styles and textual analysis (for example: Middleton, 1985b; Opie,
1988, 1995). In any one life history, there were inconsistencies of story, idea and
view, but once the narratives were treated as a 'whole' with the intent to find the
teachers' meanings of their experiences, these inconsistencies were tools to help
clarify the meanings, rather than being used to demonstrate whether the stories
the teacher told were true or not.
Once I had worked several times through all the eight first interviews
individually, so as to try and avoid previous decisions interfering too heavily on
new material, I followed Middleton's suggestion (1985b, pp. 167-173) of colour
coding the key categories of the narratives.

I returned to the tapes and the abstracts and colour coded (with highlighter
pen) each abstract under the categories indicated in Figure 1:
Teacher Identity - Orange
Teacher as Self - Yellow
Ideas of Activism in response to change - Green
Ideas of Politicisation in response to change - Purple
Ideas of Empowerment in response to change - Blue
Associated comments relating to gender as a female - Pink
Figure 1 Preliminary Categories of the 1994 Interviews

This process involved writing more comments in the margins as the abstract did
not always include the material that allowed the same categorisation as relistening to the taped narrative indicated, or particular stories. Thus, I found using
the tapes, rather than complete transcripts, time consuming, and very slow, but
essential to ensure that I was attempting to keep as close to the aural links to
meaning as could be possible under recorded situations. Once I had worked
through all the teachers' tapes individually, I looked to see where the consistencies
of categories were between the taped narratives, as well as the inconsistencies. I
attempted to see where I may have missed categories or had incorrectly
categorised.
From this stage, I began looking at the individual stories which I had
grouped under the above categories. Grouping them collectively on large sheets
of paper re-occurring themes emerged. I plotted these themes out in the form of
visual diagrams and flow charts under the category headings. This way I was able
to start to see links between the stories both within a teacher's narrative and
across the teachers' narratives. I was able to see how many of the themes were
parts of the different categories and needed to be cross-referenced to keep the
breadth of their possible meanings. This is where the analysis moved from
looking at the material for its content, to addressing its interpretive possibilities.

Similarly, it became clear that the significance of a story could be seen in its
categorisation and that any particular story was, indeed, unstable as its meaning
could shift by the emphasis of its categorisation. The value in this exercise for me
and in consequence for this research was that it demonstrated the altering of
perspective and meaning that can occur in the analysis process due to the act of
naming, labelling, and categorising. It appeared to me at this stage that it was
time to return to the teachers with this initial stage of analysis for their readings
and to ascertain the worth of the categorisation in terms of their perceived
meanings, realities and lives.
PHASE TWO (1995-1996)
Recontact

I recontacted the eight teachers by letter (see Appendix I) explaining that the
research study which they had initially agreed to be part of was being extended.
The letter informed them that I wished to a) present written preliminary analysis
of findings for discussion, and b) revisit some of the issues which may or may not
have changed since the first interview early in 1994. After a few weeks, I phoned
each teacher and talked with them about what this meant in terms of time and
commitment, and ensured that each teacher was willing to continue. All eight
teachers agreed, and indeed three of the teachers suggested ways they would like
to receive background information and their stories for reflection and discussion.
Preliminary Analysis Feedback

My next challenge was to review the options for presenting my preliminary
analysis to the teachers. The prospect of this next step represented the issues of
the nature of collaboration, the balance of power, my role as researcher, their role
as constructive storyteller and owners of the meanings in their stories and, above
all, the need to design a procedure which would give the teachers the opportunity
to challenge, disagree, agree or re-make the meanings of their first stories in their

first taped interviews. Looking at other qualitative work gave me some
suggestions on how other researchers had attempted feedback to their
participants. Middleton (198513)returned her colour coding and first draft of a
preliminary analysis for comment; Young (1990) wrote biographies and presented
these with flow-charts of activities and choices that the women had related for
revision; Butt, Raymond, McCue and Yamagishi (1992)returned interpretive
summaries and asked for "validity checks" (p. 64); Borland (1991)recommended
discussing ideas before committing them to writing with participants and Opie
(1995)circulated key papers prior to publication and copies of the second draft of
the work. As with my earlier concerns when returning the teachers' first
interviews I was concerned to present the teachers with a realistic amount to read
so all the above ideas had merit and difficulties. Talking to three of the teachers
about h s issue helped clarify for me how much written text they would have
time to read (and would be interested in reading). The method that I chose also
needed to maintain their anonymity, and for this reason I discounted feedback
which would incorporate collective stories and instead opted for individual feedback.

I decided to re-present my ideas within the theoretical framework
developed above (as described in Methodology chapter) and by relying on the
relationships between the teachers and myself, I hoped that the teachers would
not be afraid to challenge and re-make my interpretations in the light of their own
meanings. The provision of some background to my framework was requested
by the teachers, so each teacher was sent an initial draft introduction to this thesis,
setting out the aims, and intentions of the thesis and thus, setting each individual
teacher in the collective narrative of the thesis. Attached was the analysis of the
individual teacher's stories under the categories and themes I had begun to use.
This process involved re-reviewing each teacher's tapes, and using the much
'tried-and-true method' of cutting and pasting, placing the stories under the
different headings. Tape counter numbers were included alongside summaries,

or in some places transcribed extracts, so that each teacher could review what
they had said.
By this process, then, each teacher's individual interview was captured under the
main headings set out in Figure 2:
Gender as a Position and a Choice
Politicisation
Empowerment
Activism
Identity

Figure 2 Preliminary Analysis Feedback to the Teachers of the 1994 Interviews

Under each main heading were the relevant sub-headings for each particular
interview, and then each individual groupings of themes indicated by the abstract
references from each tape. Each summary was unique to the teachers' individual
stories but all had the main and, the majority of, sub-headings in common. At this
stage, the representation was of a content analysis of their first interview. See
Figure 3:

GENDER AS A POSITION AND AS A CHOICE
1) Career ideas and future plans on leaving school
(abstract examples and tape numbers inserted here under subheadings
2) Qualifications - Choices
3) Beginning Kindergarten Training and Teaching
4) The balance between work and relationships / personal life
5) Long-term Goals

POLITICISATION
1)Early Awareness
2) The Power Of The Employer
3) The System
4) The Reforms
5) Wider social and political changes which impact on the kindergarter
families

EMPOWERMENT and ACTIVISM
1)The blend of politicisation and activism together
2) Representing the sector

IDENTITY
(What I am?)
1)Kindergarten Training and Teaching
2) Characteristics that impress and are important
3) Professional
4) Long-term plans
SATISFACTIONS
CONSTRAINTS/ FRUSTRATIONS which interfere with the
satisfactions, with self and identity
NEGOTIATING IDENTITIES
1)Teacherversus self
2) Ambitions - blending teacher and self

kWH0 I AM?)
Figure 3 Content Analysis 1994 Interviews

Interviews

Several weeks later, the teachers were recontacted and times were made to
meet to discuss their ideas on the written drafts and to update changes in their
lives since the first interviews. The procedures were similar to the first interview.
The teachers decided where and when they wished to meet with me. Again, this
involved travel and h s time all teachers were interviewed in their homes. The
summer term break had been identified by the teachers as when they would have
the time and opportunity to read and reflect - which was a sign of their
increasingly busy administrative lives rather than their lack of interest in reading
the material. For two of the teachers, the summer break had been reduced owing
to the funding changes and the new four term year, so they had to return to their
teaching term much earlier than previously. This placed a tight time restriction on
myself to get the material to them and made the time they could spare even more
precious. This shortness of the break and the time restrictions for the teachers
and myself meant that I did not get to see all eight over the summer break, but

also used the Easter break (April) and several evenings at the beginning of 1996 to
complete all the interviews. Again, their hospitality and friendliness was
overwhelming. Once more, the teachers willingly offered more of their time,
their homes, and the stories of their lives. In all cases the taped interviews were
only one part of the interaction and time spent 'talking1-creating meaning during
this time together. The final recorded i n t e ~ e w at
s this time were of a shorter
duration than the initial interviews ranging between two-to-four-hours long.
But there were also other key differences when comparing these second
interviews to the initial interviews in 1994. The focus of the second interview was
two-fold. Firstly, I wanted the teachers to be able to reflect on the initial analysis
of their first interview as set out under the theoretical framework. As this would
involve challenging and extending each others1understandings and meaning our
established relationships were essential to this process and had been made

possible during our shared interaction time. Here was the opportunity to move
deeper than the initial content analysis and develop further interpretative
possibilities. I hoped that by together exploring the presented interpretations of
the teachers' stories the teachers' own subjective meanings could be more fully
developed. To do this, I developed a list of semi-structured questions which were
an attempt to support this in-depth reflection and thought.
Secondly, and in some ways separate and at a disjuncture with the
experience of the prior in-depth reflection, I wished to up-date the teachers' life
stories, incorporating the change and developments in their personal and
professional lives since their first interviews.
At the beginning of each second interview, I presented the teachers with
the list of questions. The questions covered the areas of the theoretical
framework, such as notions of gender and how that related to their lives and
work; personal and professional strategies in dealing with change; discourses on
identity and notions of self; and changes in their lives since the initial i n t e ~ e w
(see Appendix J).
In each case, the teachers and myself began by talking about the summary

of their first interview. All teachers had read their summary through and had no
immediate problems or disagreements with the headings. Comments were made
at how thought provoking the process had been; how it had made the teacher rethink issues having seen them presented under headings; and delight was
expressed at particular headings emphasising the importance of using particular
words and categories to describe their stories and actions, such as
'empowerment'. While the teachers were agreeable to my content analysis and
did not express a desire to change anything, they felt very different about the
actual content of their own interview and what they had said. Although they had
already reviewed the first interview and had agreed on its use (with the arranged
editing) their reactions to this 'agreed-on' material changed dramatically once it

had been separated into groupings and was no longer presented as a whole story.
The teachers were not disagreeing with the re-meaning or re-making of the
stories by segmenting them, but combined feelings of vulnerability and concern
about being identified flooded to the forefront. For some of the teachers who had
undertaken minimal editing in the first phase, their words now re-presented to
them caused great worry in this second phase. Before we could then move on
decisions were made over what was to be further edited. Every example that was
edited at this stage involved the teacher's concern at her vulnerability in terms of
identification from (a) other staff, (b) her employer and in one case (c) the Minister
of Education himself (Dr Lockwood Smith at this time).
We then moved onto the list of questions. This is where the major
difference between the first and second series of interviews became apparent. In
the second i n t e ~ e w the
s first questions, as mentioned above, were to draw on
the concepts from the first interview, and extend my, and the teachers',
understanding of their material. The last questions were to update the life stories
covering the intervening years since the first i n t e ~ e w By
. physically giving the
teachers the question sheet, rather than the use of a researcher's interview guide,
the teachers themselves paced the entire interviews. While this had the advantage
of the teachers being able to choose in which order they answered questions and
to move on to the next question in a way that increased their sense of personal
safety and ease over some of the more personal and perhaps difficult questions, it
had two distinct disadvantages. Firstly, the teachers kept their answers close to
the content of the questions and did not expand on their own stories or
incorporate additional material as they had in the first i n t e ~ e wSecondly,
.
it was
difficultfor me to expand or extend the discussions as once the teachers felt they
had answered a question they moved onto the next.
I left each teacher with a copy of the questions which, as several of the

teachers mentioned later, had been useful in the reviewing of their transcripts.

After several weeks, each teacher received the complete transcription of this
second interview and the associated audio tapes. The attached letter (see
Appendix K) encouraged them to review the material and also to reflect on the
differing processes used in the reviewing of the material. I deliberately chose a
very simple transcription process to re-present to the teachers. Every word of
the interview was transcribed verbatim, with significant breaks, pauses, laughter
and interruptions indicated. I did not include non-verbal or other linguistic
features at this stage. I wished to keep the transcripts as uncluttered as possible
for ease of reading for the teachers. As these second interviews had been of a
shorter duration in all cases, the lengths of the full transcripts were a manageable
size for the teachers to read and did not necessitate abstracting as I had
undertaken with the first interview.
Several weeks later they were each recontacted and final meetings were
arranged. In each case, these meetings were relatively brief. The teachers
discussed editing of the transcripts and, as earlier, most editing involved
removing identifiable features or other comments that may have been seen to be
flippant or disrespectful.
At this final meeting with each teacher, the last two consent forms were
given to the teacher. These forms replaced the consent forms signed earlier at the
end of Phase One. One form asked consent to use the tapes for the purpose of
this thesis, the other for further work, such as papers or conference presentations
(see Appendix L). As the original consent had been for the thesis only, I felt it
necessary to separate these situations to allow teachers to decide where and how
they would like their stories to be used and heard. All teachers signed both
consent forms. Once the teachers had agreed with the material on the tapes,
edited as they indicated, the tapes of both interviews, and the completed
questionnaires were then treated as the material for this study.

Final Analysis Steps
With consent obtained and all the interviews (1994 and 1996) completed, I
then repeated the analytic processes described earlier. The second i n t e ~ e w s
were examined in a similar manner to the first i n t e ~ e w and
s then checked
against the initial categories of the first interviews. As I reviewed the material I
looked for the consistencies across the i n t e ~ e w and
s categories, the
inconsistencies, new categories, gaps, and tensions (Glaser & Strauss, 1967; Goetz
& LeCompte, 1984; Lincoln & Guba, 1985; Tesch, 1990). Through this process, I

was able to confirm and refine the earlier categories and I also identified one new
category, which I called 'dis-empowerment'. This category incorporated many of
the new issues that had arisen for the teachers, a change in emphasis and
importance of some of the issues over time, a remaking of the earlier stories and
the teachers' own understandings of their reactions to many issues in the initial
interviews. Thus new subheadings arose within h s category which reflected the
changing nature over the research of the teachers' lives, meanings and voices, and
a refining of my original theoretical concepts.
At this stage, I decided on the f o m of transcription which would appear in
the final form. I shared the view of Opie (1995, pp. 34-38) in wanting to maintain
some of the voices "affectivity, pitch, timing, and silences" in the written type. As I
worked with the interviews as the 'data' I maintained the use of the audio tapes
with the transcribed records only as a guide. Over discussion with the teachers, I
decided not to include all the inflections and linguistic devices that many
ethnomethodologists and lingtust researchers use (Devault, 1990; Opie, 1995), nor
to include as many of the audible dimensions that Opie identified as important to
include in her own qualitative research. In this study, the transcripts of the
interviews did not replace the audio tapes for analysis, therefore the indications
on the written record needed to maintain only that which made the message clear
and accurate to the meaning the teacher was conveying at that time, for future

readers. In this way, I chose to have a simple transcription process with the
minimum of indications for ease of reading. Identifying speech patterns of each
teacher have been minimised also, which was at the request of several of the
teachers who felt that they would be too easily identified by particular phrases, or
expletives. This was perhaps one of the most difficult decisions to make, as there
was a level of discomfort for teachers over both positions, that is, leaving the
distinctive speech patterns intact may make them identifiable, while removing
them strips the person of their individuality and identity. For example, one
teacher expressed her concern at an extract that had been 'tidied up':

I can't find myself in that any more ... I had to look for my pseudonym to
know it was me. (Interview notes, August 1996)
Other researchers have raised these issues of anonymity versus visibility
expressing the importance of women and teachers being openly identified and
celebrating who they are and what they do (Shulman, 1990), but in this study the
importance of anonymity and invisibility for the teachers increased in urgency
and intensity over the time the interviews were occurring. Thus, the transcripts
included in this study have been heavily edited in an attempt to remove as many
identifying features as possible - names, places, work e&ironments, in addition to
distinctive speech patterns (referred to earlier). They do include the pauses and
silences and key other features which retain the meaning and intent of the story,
but not to the extent that detract from the reading of the text.
Once I had confirmed and refined the categories and subheadings, made
detailed notes both on the i n t e ~ e w and
s the theoretical, political and social
contexts of the time, the next level of theoretical analysis and final processing of
each category began. I was persuaded to enter the teacher's interviews into the
computer programme NUD*IST40which offered some distinct advantages at this
last stage of analysis. Firstly, it allowed me to access the transcript sections in a
40 Non-numerical Unstructured Data Indexing, Searching and Theorizing (NUD*IST). This
software programme assists researchers in handling and managing research data.

fast and thorough way to make my final comparisons and theoretical groupings.
Secondly, it provided a useful tool to test out my theoretical categories, to double
check I had not overlooked material; and thirdly, through the act of
recategorising all the interviews again onto the computer from the paper hard
copies, I was able to place another check on my ideas and earlier categorisations.
The disadvantages for this kind of study also became apparent, however. Firstly,
the time that it took to enter the data at this later stage of the project slowed
down the writing and formulation of this thesis immensely. But, more
importantly, in a study such as this, where the teachers' stories and whole
narratives had been the focus up to this point, the carving and dissecting of the
material changed my perception of the transcripts. Whde I had the whole
narrative in front of me, I was able to maintain the entire story in my head while
examining a section of transcript, but I found that the sections reproduced by the
software programme gave a different message and I needed to work with the
hard copy of the full text beside me at the same time. This could, however, be
more of an indicator of my own technological lack of ease and familiarity
compared to my use of paper and hard copy visual medium than a shortcoming
of NUD*IST itself. But this final analysis allowed me to relook at my 'grounded
categories' - that is, the ones which had arisen from the data and had been
represented to the teachers. I pulled all the material together by re-asking
questions about power and the effects of power on the teachers' lives (Foucault's
tools of relooking at power). By scnstinising all of my categories in this way, I
was able to weave together the research data and earlier analyses from the stories
and interviews of the teachers into the final thesis story.
The stories and analysis presented here cannot be read as transparent or
revealing underlying universal truths. Nor can they be seen to be as complete
and concrete, as all experience is open to re-evaluation over time. This thesis is
chiefly my interpretation, although grounded in the voices, knowledges,
experiences and stories of the teachers. It has developed out of my interaction

and meaning making with the eight teachers involved in this research and our
wider contact and involvement, alongside my interpretation of the historical and
contemporary context, social and political processes at work in New Zealand in
the years 1984 to 1996.

TRANSCRIPT CONVENTIONS USED IN THE FOLLOWING CHAPTERS
Please note that I have used the following conventions within the transcript
interview quotations in the following chapters:
[suburb] -

a word between square brackets are author's editorial replacements
or background information;

(pause) - indicates significant speech breaks;
(*!*) -

indicates an expletive which for editorial reasons it was decided not to
include;

(I think) - quotes in parenthesis act as asides;
[edit] -

the work edit within square brackets indicates that the teacher
herself has removed material she did not want included;

*

a section in the text impossible to decipher;

words in italics -

said in a way to mean the opposite of what was actually said.

At the end of each quote I have indicated where this quote appears in the
interview transcripts. The coding comes from the NUD*IST indexes, for example:
(Interview 1 1994, TU: 55) indicates that the quote comes from the teacher's first
interview in 1994 and is the text unit numbered 55.
The transcripts are presented as close to the spoken word as possible, with
the amendments and exceptions as set out in this chapter. This may make some
of the teachers' excerpts less than grammatically correct for a written
presentation, but they remain as faithful as possible to the spoken interview with
the teacher. For further discussion on why I have chosen to present the
transcripts in this way I refer the reader to this chapter.

Chapter Six

Reforming Kindergarten Teackng: Power From
Above, 1984 -1996
INTRODUCTION
This chapter addresses the teachers' experiences of the policy and education
reforms (1984 to 1996) which left them with feelings of power coming down from
above. Despite official rhetoric surrounding the education reforms over
improved quality, and improved access and provision for children and families,
when the teachers talk about the changes, their experiences present different
stories to these. This chapter looks at these stories under three themes, which
demonstrate the feelings and experiences of 'power coming from above' in the
teachers' interviews.
These themes have been called:
1)Taking the life out of what you do;

2) Being overtaken;
3) Accept the powerlessness - or suffer.

These three themes demonstrate the perceived impact of decision making and
policy implementation from 'above' leaving the teachers to feel a sense of:
dislocation from the teaching tasks in hand (theme one), being overwhelmed by
the pace of change, the volume of change and the mistakes in implementation of
these changes (theme two); and an overall sense helplessness and powerlessness
over the changes (theme three).

TAKING THE LIFE OUT OF WHAT YOU DO

It takes fhe life out of what you do.
It takes the meaning out of what you do.

Maggie

When you put together all the changes that were occurring within the
kindergarten service, and the wider social and economic pressures, during 19841996, the teachers began to feel these changes were simply taking the life out of
what they were doing on a day-to-day basis. This theme addresses the policies
driven from above: from government regulations and requirements, to
association-level management and financial decisions, where the individual needs
of children and families were seen by the teachers to be put last instead of first 'taking the life out of what you do' as a teacher.
One aspect of this was the erosion of independent decision making and any
sense of professional autonomy that the teachers perceived they had within their
individual kindergartens. Reflecting on their early days of teaching Maggie and
Lynne felt that at this earlier time you could actually be a teacher:
MAGGIE: We didn't have so much bureaucracy back then (pause).
Weren't really told what to do terribly often .... Now it's changed quite
dramatic[ally]. It's just not the same thing at all (pause). It's getting
more and more out of your control. Whereas all those years ago you
[were] pretty autonomous really. People were on the whole, I think,
very responsible for what they were doing and did a damn good job
with the programmes they were running, but were pretty much left to
their own devices .... Now it's changed so much with all the
hierarchical stuff going on. You're not as autonomous as we used to
be (pause) .... Knowing what it was before, like in the good old days,
you pretty much got on with it yourself and you were treated very
much as an entity in your own as a kindergarten. I wouldn't go so far
as to say they treated [you] overly professionally way back then. But
you were kind of left alone to get on with it back then whereas [not]
now. (Interview 1 1994a, TU: 16, 175)

LYNNE: Once you got out there [finished training and began
teaching] in those days pretty much you were on your own. You
know, your kindergarten was your castle really. (Interview 1 1994, TU: 61)

The eight teachers reflected that there was a changed emphasis from being
autonomously able to meet the needs of the children and families towards
managing new roles of devolved management and localised administration. For
the teachers, these goals were often in conflict which detracted from why they had
become teachers in the first place and what was satisfying about the job for them
(see on through the chapters for further discussion on this point).
One of the contexts which was identified by the teachers as creating many
of the changes which were 'taking the life out of' their teaching, was the increased
focus on money, particularly since the introduction of bulk funding (1992). The
bulk funding policy created the conditions where kindergarten associations were
making decisions such as to raise kindergarten attendance places (rolls) by
increasing the numbers in two ways: firstly, increasing the group sizes in
kindergartens large enough to accommodate additional children; and secondly,
insisting that all kindergartens maintained full rolls at all times. This maintenance
of 'bums on the seats' had become the responsibility of the teachers, by directive
from their employing associations, and was to be implemented irrespective of the
needs of their children and families, including the differing circumstances of each
kindergarten, for example, kindergartens with children who have little to no
English language, or kindergartens with high roll turnovers41.
Lynne was still working in a two-teacher team in a 40140 kindergarten and was
opposed to increasing her group size to 45:

high roll turnover means that children come in and out of the kindergarten at a higher than
usual rate. This can be for several reasons, for example: large waiting list numbers so the
children are closer to school age when they start their kindergarten experience, or the
kindergarten may be in an area where the families are more prone to move often (transient
population). This high turnover means that the children have less settling-in time, the group of
children is not stable, and the children may often have additional educational and social needs.
41 A

LYNNE: Life just gets so difficult .... I don't want a whole lot of twoand-a-half-year-oldsin nappies. It's just not fair on the children and I
mean the parents won't start them anyway .... Far too stressful for you.
It's purely to make money. That's the only reason they want the rolls
filled is so they can make money. (Interview 1 1994a, TU: 215-217)

The increased group size (from 40 to 45) was a double-edged sword.
While, on the one hand, it provided an extra staff member in each session, the
teachers were aware that the reasons for increasing the group size were financial
and had nothing to do with improved quality experiences for children or
increased access for families. Maggie's experience of having her kindergarten
measured by the local association in anticipation of increasing the group size
demonstrated these tensions:
MAGGIE: If you'd been there when they measured our kindergarten - it
was just a farce. They were so disappointed because the
kindergarten looks big but floor space wise it's not. So, they came,
twin-set-and-pearls, and they measured and didn't get the same
amount. They got 42. We thought we could live with that, we could
play with that, but no. They weren't happy with that. They'd obviously
expected to find 45. They kept going and kept going and kept going
until finally they decided (in the middle of the kindergarten we had a
stepping arrangement for storage at the art centre, it was two
together), that if two children, one stood on either side of that
arrangement talking, that could be considered play space - 44. That
was how it was done. Just bizarre, quite bizarre. I mean terribly
technical. They were determined to get as many children in because
that's what they had planned for that kindergarten. (Interview 1 1994a, TU:
131)

However, despite this eagerness to increase roll numbers with increased
group sizes some of the kindergartens were also beginning to experience
difficultiesin having enough children in their areas wishing to attend kindergarten
to keep the rolls full at all times as well. This fall in interest in attending added a
double burden for teachers who were expected to have their rolls full at all times.

Both Laura (30130 roll) and Maggie (44/44 roll) were experiencing difficulties
which reflected both the changing social context for kindergartens as well as some
possible resistance to sending a child to a 45-group size:
LAURA: I'm not getting my knickers in a knot that I can't keep my rolls
up because I can't do it (pause). I mean there's no point where you're
having a nervous breakdown about that - I can't go having more
babies to fill the bloody rolls. So I mean, really, failing that there's
nothing else they can do. Is there? I mean let's get real .... If I was in a
45/45 kindergarten - I wouldn't send my children there. They're the
sorts-of things that bulk funding has really stuffed up. It is not quality
education for children. That's why kindergartens are failing. I wouldn't
send my children there. Would you? The 45 [children in the group
size] just has to go. I mean you just can't carry on like that. That's not
quality education. Could these people care a stuff? No way. It's
bums on seats .... I mean you just can't carry on like that. I mean
they've [association] stopped looking at the needs of children. Here
we are planning for the needs of children and they're planning for a
financial bums on seats and couldn't-care-a-stuff about the needs of
children. (Interview 1 199413.TU: 52,77, 84-85)

In some of the areas, children of kindergarten age were simply not there to
be able to increase the group sizes and the pressure to do so was seen as an
example of ignoring the needs of the children and the community:
LYNNE: [Biggest issue is the] pressure to keep your roll numbers up regardless of the needs of children. My kindergarten is presently

under pressure to build on. In fact, there is money sitting in an
account gaining interest that came from the Ministry over a year ago
to have that extension built (pause) - no input from the staff I might
add - which means they can raise our roll numbers. It will take our
entry age to two [years] 10 [months]. Now, would you like to be a
two-[years]-10 [months] in a group of 45? And we have to guarantee
that we'll keep the roll numbers like that for five years which is, of
course, just totally ridiculous considering the children haven't even
been born. (interview 1994a,TU: 144-145)

Full rolls, irrespective of whether they were working in a 45/45or 30 / 30
roll kindergarten, were a source of great tension for all the teachers. One
example, cited by most of the teachers, was the need for full rolls at all times
taking priority over allowing the usual settling-in times for new children, or
consideration of family circumstances. Jane (working in a 30130 roll kindergarten)
gives an example:
JANE: You know, your rolls are full every day. You must have a child
ready to come when a child leaves. So, okay, every session there
must be 30. You daren't have a 29 on your form for one day. You're
supposed to be sort-of organised. And I mean ... whether you've
really got a settled group or not seems pretty irrelevant really. So
you're all the time making sure that roll's full. But whether the children
that are already attending your session are settled ... doesn't really
seem to matter. So I found that was perhaps a wee bit more difficult
that we must have that 30 there each time. I mean, we couldn't let it
drop down to perhaps 28 and settle the group before you brought
another couple in. (Interview 1 1994, Tu: 383)

One way of maintaining full weekly roll numbers had led to a practice
known as 'double stacking' whereby several children share one place on a roll but
attend on different days so that the attendance of the children matches the daily
roll number. Double stacking was seen by several of the teachers as putting
money before the needs of children and families, as well as making life more
difficult for teachers, as Lynne highlights:
LYNNE: I mean some people are actually expecting staff to double
stack their rolls. Now that's really complicated. You might have a kid
who's going Tuesday, Thursday afternoon but on the Monday, because
of the parents' working commitments, they have to go to Barnardo's
or the daycare centre all day, so you're expected to find another
child to come and take that Monday's slot. Some people have got
two or three rolls operating just so they can juggle them all around.
Especially if you're on 45/45 because they really pressure you to keep
up the numbers .... So that double stacking of the rolls is really
complicated and it means that you're actually taking on extra

families. So, you know, you might have started off with 80 and
suddenly you could have 95 families but you've still got to give
[each] family the same amount of time. And each family has the
same amount of paper work that goes with them. So when you
actually have to double stack the rolls, it makes it even harder to do.
But that's what, you know, people who have decent sized waiting lists
are really being pressured to do. So that makes life really difficult
(pause). (Interview 1 19940, TU: 215)
Jane described this procedure simply as 'sharing spaces':
JANE: We've got children sharing spaces ,so, you see, you can't have
[any] more than 30 on it in one day. But we've got more than 30 on
Our afternoon roll. (Interview 1 1994, TU: 486)

Another consequence of increasing group sizes and keeping the rolls full
was that the starting age of children had dropped in the kindergarten for all the
teachers. The changing programme in the afternoon session was commented on
by the teachers as they were faced with younger children starting in an effort to
keep the rolls full. The impact of the increased number of younger children in the
programme, the wider age span in each session, the less flexibility for the
traditional 'settling-in period', and general issues of safety in such large group
sizes raised key issues for the quality of the experience the children were
receiving. This was also associated with increased stress for staff and a sense of
being unable to do what they would like to be doing - taking the life out of their
teaching. This stress was often discussed in terms of dissatisfaction with the
programme the teachers were able to run for the children and their feelings about
what they were able to provide:
LAURA: Oh that pressure [to keep rolls full] is absolutely awful (pause).
Absolutely dreadful. I mean every kindergarten teacher that I know
will be doing their upmost to get their rolls full (pause). They are really
trying. People are not being slack. Like I mean I'm taking children at
two [years] 1 1 [months]. In the afternoon I am offering a care
programme (pause). It's absolute survival (pause). I tried to think of

innovative ideas. I don't know what to do (pause). We may have
permanent playgroup Monday, Tuesday, Thursday42, I don't know
(pause). The age group is so wide now that I don't want to bring any
morning children back in the afternoon because their age group is
too wide. It's not family grouping. It's nothing. It's just yuck (pause).
(Interview 1 1994b, TU: 58)

JANE: The afternoon's like a turmoil (pause). It's not a programme as
(laugh) as you'd like it to be (pause). Well, it's one of lots of routines
and lots of talking and lots of trying to be positive. But on the other
hand the only way to get through to them is saying "No, don't do this.
Do that" (pause). Three times one week I had to make play dough ....
The place gets in an absolute state (pause) and you don't really
physically have time to sit down with children. You're chasing around
after them all the time (pause). So, I think that the effects of that
funding which means taking children a lot younger is ... probably a big
issue at the moment - the repercussions of that. (Interview 2 1996, TU: 180)
While it is common to be making play dough on a regular basis for the
children throughout the week, for most lundergartens their budget and time
schedules meant that, once a week had usually been the preferred practice. Jane's
example of the play dough combined with her lack of being able to work
alongside the children indicate the increase in time, money and frustration
occurring in her afternoon session - taking her away from what she would like
her teaching sessions to be.
Maggie captured the issues for children and teachers in the larger group
sizes and expressed her feelings that the children are missing out:
MAGGIE: I can see the dynamics of the group size ... you realise just
how noisy it is - and you look around and the children who are
aggressive are getting attention. Negative usually. The children who
are attention seekers, you know - the clinging, clinging vine - are still
doing that and they're getting the attention too. But it's the Joe
Bloggs of the world, the nice little kids who are pretty together

42~hese
were the usual afternoons for kindergarten sessions for the younger age group.

getting on with it - they're just, they're getting lost in the corners and
that is really, really sad. (Interview 1 i994b, TU: 51-53)

For Jane, in response to the question of what she disliked most in teaching,
she responded by discussing how the larger group sizes and the younger children
had increased her frustration at not being able to work with the children in a
satisfying way:
JANE: Probably not being able to sort-of fulfil the jobs that you want
to do or probably not enough hours in the day basically. And also not
enough man-power that [when] you sit down with a child you ... can't
always carry through what you actually start ... which I find perhaps
the most frustrating. (Interview 1 1994, TU: 280-283)

The irony of years of early childhood advocates calling for improved staffchild ratios in landergartens and ending up with increased group sizes instead was
not missed on the teachers. The justification of improving ratios used by
employers for increasing the group size was not seen to be about quality ratios at
all, but about money.
LYNNE: I don't think I could bring myself to go and work in a 45/45
under any circumstances now after going from 40 down to 30 even
with an extra staff member. I just don't think I'd ever want to do that
.... I don't think people realise that ratios and group sizes could be
interpreted so differently. I think they saw two staff as a smaller ratio
as meaning a smaller group size rather than a ratio just meaning you
stick an extra staff member in and make a larger group size. l just
think people just didn't think that through and realise that was the
way it could be twisted, because we just never thought that anyone
would comprehend sticking 45 children in a building .... It takes a lot
to try and make [the] average Joe Bloggs realise that that's not a
good idea. I mean, why not put another teacher in and put another
15 children in?... I couldn't go and work in that situation now and I feel
desperately sorry for those that have to. (~nterview2 1996, TU: 298-310)

ELIZABETH: I mean whilst they're giving us all these things about what
we should be doing they're trying to down-grade our teacher-child
ratio at the same time, you know. Things like that, so you wish that
you didn't always have to fight to keep what you had let alone try
and get anything better because you know that the reality of even
three teachers in a kindergarten is that you're not going to be able to
do each child as great a service as the other. I mean you're just not
going to have the time to do that but you do as much as you can
really. (Interview 1 1994, TU: 177)

Elizabeth in 1994 (in a 40/40 three teacher kindergarten) felt that the
pressures to increase her roll numbers or drop a teacher would neither meet the
needs of her community, nor were being driven by the community:
ELIZABETH: We know that any change from the status quo is going to
be detrimental either by dropping to 30130 and meaning that 20
children don't get in for another six or eight months - when you know
some of those children need every minute they can get in the
kindergarten. We have parents of near three-year-olds ring us up
saying "When are our children starting?". I mean, they do start shortly
after three [years-old] but they need to and the parents need them
to. There's a[n] awful lot of parents on their own. They just need a
break. So that's going to be if, if that happens and our waiting list
rises, that's going to be detrimental to our community and if we end
up having to, you know, have to borrow a huge amount of money to
build onto our kindergarten in order to put 10 more children in it,
that's also going to be detrimental to our community 'cause we're
going to have to raise the money somehow. So, yeah, both of those,
you know, either option is not good. We want the status quo.
(Interview 1 1994 , TU: 232)

Maggie saw the money pressure as replacing what and who really counted

- the children - and ignoring all the reports which had emphasised quality and the
importance of the early years:
MAGGIE: Bits I don't like is the emphasis being taken off quality
education - working with children. It's totally money orientated. All
those lovely reports that they did years ago of how important the

early years are - how vital they are. People coming from overseas to
study our education process because it was so far ahead of anybody
else. We had the highest literacy rate et cetera and it was all terribly
exciting. People coming over to check us out. Well, for some reason
that appears to have changed. Children don't need those things any
more apparently according to Lockwood43. They don't need to play
outside. He didn't. He's okay apparently - I could debate that for a
while - but there you are .... You know, just it's money. People, the
humanities, aren't there any more. I hate that (pause). It just, it takes
the life out of what you do. It takes the meaning out of what you do.
You know, I mean, wasn't it the last contract, or the one before, they
called the children outputs? Now that's disgusting and it's just that
things are out of our control. You've got these bureaucratic whiz kids
who were trying to cut money. "Oh well, we'll cut money by stuffing
more children into a kindergarten. They'll be right. You know, children
don't need this, they don't need that" .... On the one hand they're
giving you the bulk funding which is supposed to provide quality
education with it and they're telling you to stuff 44 children in which
goes in the face of all (pause) research that's been done on group
size et cetera .... I mean in education it's just that the children don't
count (pause).They just don't count. They're just numbers. They're
viable or non viable units and that's it. That's the hardest thing, I find,
the hardest thing to take. I mean, we can argue about our salaries
and all that sort-of thing - that's fine. But to say that, you know, the
children don't count, which is what they are saying. Quality
education doesn't matter. Just stuff them in. Get more money .... So
that's the bit I hate things like that .... It's nothing to do with quality or
educational[ly] being there for the children - it's cold, hard money.
&
Money, money, money, that's what it is. (Interview 1 1994a,TU: 151-153,
199413,TU: 1 1, 57)

The most obvious and noticeable change on a day-to-day basis for teachers
was in terms of money and finances. Decisions were made from 'afar'. The

changes to funding arrangements (bulk grant) meant that 'having to make do'
had become an everyday occurrence. Replacing broken or old equipment or

Lockwood Smith (National Government) was Minister of Education at the time of the
interviews.

43

improving equipment had become a thing of the past. Indeed, even perishable
items, such as glue, cellotape, paint, which make up the foundation of the
materials used by children in the programme required rethinking and
reprioritising within the budget.
Lynne: I think that the major difficulty at the moment is just trying to
find that money. In days gone by, you used to think about priorities for
replacing equipment throughout the year. Or you'd go somewhere
exciting and see something and you'd want to purchase and
basically you could. I mean, it wasn't a huge deal. Whereas now, you
know, you just can't. You can't do things like that any more. There's a
lot more making do. There's a lot more making do .... It's just a
different way of looking at things really. The money has become just
SO important. (Interview 2 1996, TU: 134-136)

Changes to the allocation of the bulk grant meant that by 1996 many
kindergartens were not receiving any operational grant@. Jane and Lynne
discuss the consequence of this for their kindergartens:
JANE: Well , fund raise or go down the tube basically, I would
imagine.
JUDITH: How is your own kindergarten, in terms of managing?
JANE: Well, we've been all right up to now because we've been fairly
wealthy (pause). But now it's a different issue because we're $3000
less and we usually fund raise about 5 [thousand dollars], a good 5
net. So in effect to keep us financial as we have been we've got to
fundraise $8000 net which will be jolly near impossible, I think.
(Interview 2 1996, TU: 145-147)

Lynne's comparison, in terms of the fund raising which her kindergarten
needed to do, was a clear example of the increasing struggle over the interview
period. At her 1994 interview, Lynne identified that they were trying to raise

440perational grants was the term used to describe the money allocated to kindergartens, out of
the bulk grant, which assisted in paying the costs involved in keeping the kindergarten
operational, for example, power, maintenance, supplies, cleaning etc.

$6,000 to keep the kindergarten operational, by 1996 this had increased to $18,000
and involved subsidising their association as well:
LYNNE: The raising of funds, I think, just's becoming such an awesome
task for small communities and I think maybe that's the thing that
burns out committees fastest at the moment. I think our kindergarten
this year has to raise $1 8,000 .... We get no money from the bulk fund
at all (pause). Bulk fund in [area] pays staff salaries and
administration and that's all. There's no money coming through for the
kindergartens and then we have to pay the association levies 'cause
the bulk fund doesn't meet the costs of staff and relieving pool and
administration et cetera, et cetera so we have to pay them back
$2,500 in levies. So that's a huge amount of money. (Interview 2 1996,
TU: 63-67)

Another context where money appeared to drive decisions since the
beginning of bulk funding was in the appointment of staff. After a series of
relievers, the teacher's position was finally filled in Lynne's kindergarten, to her
relief. However, the delay had little to do with finding the 'best person for the
job' but was about money as Lynne relates:

LYNNE: I mean the person who was perfect for the job, and who was
available to start and did one of those relieving positions, applied for
it three times before they were given the job. I feel that a lot of that
comes down to bulk funding actually because that person also
happens to be at the top of her salary scale and, you know,
graduates are cheap. There's no doubt about that. So there are very
different criteria for many different things now and readjustments
that happen to be made. You know, money has become all
important. Totally all important. Roll numbers, the size of sessions, and
how much money that person's being paid are really important parts
of the equation, whereas before they'd never ever been a
consideration. I mean they never were before. Bulk funding has just
totally transformed the entire emphasis. (interview 1 1994,TU: 143)

All eight teachers raised the issues of increased paper work and written
records, which had become required for all differing purposes and differing

accountability trails, as another example which caused them a great source of
tension. The differing requirements for the various organisations or purposes
that the papers were being requested for often left the teachers feeling confused
and cynical over the use or purpose of the paper work. The teachers in 1994 were
feeling that very little of it had any direct worth for the children or for improving
their teaching. Lynne expresses the feelings of the teachers:
LYNNE: There's so much emphasis now on recording everything that
you do and recording it in such a way that anyone else can come and
look at it and say 'This person's doing da da da with this", you know,
"because they've assessed their needs to be da da da da". To do that
thoroughly would take 40 hours a week. I mean you've got to do it
together [with the other staff] and you've just got so many other
things that you just don't have the time to do those things like you'd
want to. So you put things down in your own shorthand. You still
discuss all those things with your other team teacher. You put it down
in your own shorthand and you know what you're doing and you're
clear about your philosophy and the needs of your children and
where they are and da da da - all those things. I'm not saying that it's
not being done but what I'm saying is there's this mountain of paper
that comes in to you and the number of people that want you to
write it in some different way so they can understand it when they
come and visit you once every two years [laugh) you know. There's
just no time. Doing things like that it's just totally ridiculous, totally
ridiculous. I mean, you know, in a school that has the same number of
families they have a non-teaching principal to do all that. You know,
here we've got 80 families. Some people have got 90 families, you
know. That's just ridiculous. You'd never see a school with 90 families
struggling with the staffing levels and paper work that we're
expected to struggle with and they keep telling you that you've got
to be accountable. So you try to find ways of putting together this
mass of paper for this great accountability but there's actually no one
out there that wants to know. You know, there are so many things
that we have to do in the name of accountability. Files and files of
paper work. Just hours and hours of work and it's been sitting in my
drawer some of it for up to three years. No-one wants to see it. No
one gives a damn, you know, but it looks good on paper you know,

"We've told these people that they have to [do] this. One day we
might come and check", you know. But really it's just paper shuffling.
Like this stupid business of making parents sign the children's roll every
six weeks, you know. It'sjust such a waste of time. If there was a point
to it - you could actually see that they were using it - I wouldn't mind
doing it, but I really object to doing things just for the hell of it and
there are just so many things that we're asked to do for that now.
(Interview 1 1994, TU: 155)

Nikki and Laura were particularly cynical about the amount of 'writing'

that was expected by the centralised review agencies that did not necessarily even
reflect the reality of the programme or the quality of the experiences of the
children at all.

NIKKI: As long as you can put it down in writing. You don't necessarily
have to have a wonderful programme. I mean you could be shit with
the kids (pause),you can be hopeless with the parents, but you can
have a wonderful programme up in writing (pause). That's all that
matters (pause).And one child could be the person that you
evaluate on and you've everything you need. And your book work
will be wonderful (pause). Doesn't matter any more, doesn't matter
what the children [are] learning. It's not valuable any more. It's what
you've got in writing. And that's probably part of the things I hate
(pause),'cause you're not actually valued or evaluated on your
programme. You're evaluated on your book work. (Interview 1 1994, TU:
371)

LAURA: You can get tied up in some trivia .... Like these individual
files that we've got on all the children. Well, that is actually quite
frightening when you think of "Oh, Whoopsy" and you go back and
think "(*!*), 1 haven't done a thing about that. Oh well, what are we
going to do?" Things like, oh gosh, write a few lies down. I've done
that before today. Yeah, well, all the reforms - I find that I spend all
my time thinking about E R 0 4 5 . We haven't had an ERO report for so
long it's not funny and a lot of the things I do because I know ERO
4 5 ~ R-0Education Review Office.

expects it. Not because it's for the good of the children (pause). Just
filling a bit of paper (pause).Make up some things. Filling in bits of
paper .... Look I'm not saying individual plans are the B-all and bloody
end-all either. We can get a bit hung up .... Only use doing it if you've
got time to do anything with it. There's no point in filling in bits of
paper for the bloody Ministry [of Education] (pause). And that's what
we've got to be careful about. Unless we're using them they're a
waste of time. (Interview 1 1994b. TU: 46, 78-79)
Thus, the paper requirements can become an end in themselves if teachers are not
careful as Jane explains:

JANE: I just question some of the paper, you know, the paper. The
extra planning and all these children's folders and things, you know.
Where do you stop and where do you start with that? Lots of writing
and ours are very full. We just have to keep reminding ourselves that
we've actually got to do something . You know, no good having all
this on paper, but are we actually working with this child? What we're
writing down. You know, it's all very well to present it and say "'Well
look, here's this child's folder. It's great isn't it [that] we're doing this.
We're reviewing it. We're doing all this", but just stop and ask yourself
"Are you actually doing what you say on paper you're doing?" It's very
easy on a busy time to perhaps let it slip by and have good intent.
(Interview 1 1994, TU: 478)

Maggie shared the concerns that when ERO did visit they were not necessarily
even looking at the more important paper work that she felt reflected the
experiences of the children:

MAGGIE: ERO come in and somebody sits in the office and gets bored
for an entire morning while they match up children with the number of
ticks beside their name. I mean really, oh. And, you know last time we
had ERO there they discovered that eight children out of the 90 odd,
eight children did not have the form filled out with their names and
addresses and stuff. And do you know why? Those eight children had
started within the last 10 days and their parents haven't brought them
back yet. But he was very proud of himself - that he came up with

that. So yeah, all that stuff it's a bureaucratic nonsense.

(Interview 1

1 994b, TU: 3 1 )

Balancing, or juggling as both Jane and Lynne describe it, the differing
requirements of policies such as the new curriculum document - Te WhSiriki- with
the Charter and reporting and review criteria, all at varying stages of legality, in
early 1994, added stress to teachers who were already inundated with change and
reform:
JANE: Well, it's writing down of this Te Whariki. I mean you've got a

goal number and all the rest of it. I mean is it acceptable to write
down 'This is goal number 4"? Or have we got to write down all these
headings? Or it's just really to know exactly how much to write down.
Also you see the Ministry will be, we've still got to be reviewed. The
Ministry is reviewing our charter not Te WhZriki because that's only
draft guidelines. So we've still got to bear that in mind. We've got to
still remember our charter, in the back of our minds, as well, because
that's what they'll review on until this is mandatory .... It's a case of
juggling. That's what we're coming to terms with yeah. I mean, we're
still making sure that our planning fits into our charter but because of
the way our programme is we can still find a space from the Te
WhZriki for it to slot into as well .... Okay, the charter is the one that we
have to really make sure that we can prove that we're doing those
things. (Interview 1 1994, Tu: 403-405)
LYNNE: And then you've got the new draft curriculum Te WhZriki which
has come in. That's a brilliant document. It's been really well crafted I
think but, you know, it's very long and bold. Not that I'm saying there's
anything wrong with that, but to actually sit down with your copy of
Te WhZiriki, look at what you've doing in your planning style, however
you decide to put things together on paper, look at the
expectations of your charter, look at the so-called expectations of
your senior teachers perhaps, or the review team if they ever
bothered with you, to link all those things up and come up with a
formula that actually works that other people can understand is the
hard part because there's so much emphasis now on recording.
(Interview 1 1994, TU: 155)

Examples of the increased 'paper work', which the teachers discussed,
ranged from new consultation procedures, to the mechanisms designed to catch
out any financial fraudulent or suspect activities on behalf of staff. Witnessing and
signing of the rolls to verify a child's attendance was one of the new policies
which, introduced as a reaction to a false funding claim in a child care centre, was a
blanket policy which teachers found difficult to work with. This had become an
issue for the teachers when newly introduced in 1994 and was still causing as
much difficulty in 1996. The time it took for teachers to administer irritated them
immensely as it took them away from the children and parent work. Nikki
summarised these feelings succinctly in reply to the question of what she disliked
most in her teaclung day:
NIKKI: Probably two things. One is the continual pressure for
financial things. That the parents and the kindergarten is under
constant pressure to be looking for finance just to survive by, and
the second is having to do book work that is the results of other
people's misdemeanours .... Things like signing rolls because people
in the North Island at an early child childhood centre had cheated
the system. It's a hell of a lot of work for us that is totally
unnecessary. (Interview 1 1994, TU: 233)

While Margaret saw merit in increased accountability, the implementation
of the new roll verifications presented all lunds of practical difficulties:
MARGARET: I think that we've got to be accountable today and so
have committees. There still seems to be people ripping off the
system and I think they spoil it for everybody else. And some of the
things that we've had to do, you know, like verifying the rolls and
those kinds of things. You know, I can see their worth too you know.
JUDITH: In what way?
MARGARET: Well ,you know, it must be so easy like what happened at
that Polytech with children's names and that you know never existed.
Just a great rip off. So you've actually got proof (pause). The only
thing is now like with ours we've got a day book that we sign in and

out. You know the parents sign in and out beside their children's
names .... That verification of rolls just used to drive me batty because
the rolls weren't designed for it to start with. So you'd make provision
.... And you know they'd sign everywhere but. You'd say or you'd get a
committee person [to] explain to them it just needed to be a
signature. All they needed to really look at was that their child's
name was there and just look along the days.
JUDITH: The attendance?
MARGARET: Yes and sign and just a signature (pause) (sigh).They used
to be everywhere [signatures]. (sigh) It used to just drive me up
(laugh). I've even had them - they're actually sexist the rolls too
because they're still girls and boys. And, you know, this mother
obviously had the girls' roll - her child was on the boys' so what did she
do? She actually wrote the child's name in .... You wouldn't believe it,
you wouldn't believe it. (~nterview1 1994, TU: 397-408)

Elizabeth did not see her role as a teacher to be policing parents' signatures to
verify the rolls:
ELIZABETH: It was just hopeless. We'd put them out and they'd sign
them every place except where you wanted them to and you'd end
up with your rolls covered with signatures and you couldn't mark the
damned things. So we've started that they sign their children out.
They don't sign them in. They just sign a book when they take them
away. But they [don't] always do it. Well, all I can say is I'm not going
to stand out there and spend my morning making sure everybody
signs that book. But what an auditor would say I don't know. I don't
know. We'll wait and see. You know, we've got a book full of
signatures but you know it doesn't always tally with the rolls because
if somebody else different picks them up they often forget to sign it.
Or they don't know. We remind them, but you know there are people
who don't. But we're doing as much as we can without actually
standing there policing it and as far as I'm concerned that's not my
job to police the roll book and make sure parents sign it. My job's to
teach the children but whether an auditor would see it that way I
don't know (pause) (sigh). So yes, 'cause they do go through it with a
fine tooth comb from what l understand. But I always make sure that

what's on my rolls and what's on my monthly return is the same so as
long as I do if the parent signatures don't always tally I can't do much
about that. (Interview 1 1994, TU: 200)

Elizabeth discussed how the auditing of the attendance rolls not only
created more paper work but removed the teacher's ability to meet the needs of
their kindergarten's children and community:
ELIZABETH: The auditing thing is something else and I must admit when
it first started off and we were putting in our monthly returns there
would often be 41 in the afternoon and 40 in the morning, or
something like that and you'd be or 39,41139. 1 remember ringing up
the secretary of the association and saying "Look, you know, I can't
claim for more than 40 but can I just leave that person on and just say
40140" and he'd say "Look I'lljust put it this way. I do the returns on
what you write down". In other words, you know, "Suit yourself". But
we didn't know that there was a blimmin auditor chap going to stalk
around and check our rolls with a fine tooth comb, you know. So
when they [the association] had to pay money back because they
hadn't marked the rolls properly (*!*) !!! I've always marked the rolls
but I've been a lot more diligent about how I mark my rolls. I really am
always trying to have my rolls at 40140 and it is difficult and you know
there's all these different rules about how after so many days you['ve]
got to take them off your rolls. Lots of parents don't have a phone on
so you go on a home visit and there's no-one at home and then you
haven't made contact but you tried to make contact. What do you
do? (Interview 1 1994, TU: 1 195)
All this increased administration and record keeping was seen by the

teachers as working against the things that really mattered for them, that is,
improving their teaching. The requirements instead worked to take time away
from the meaningful parts of the teaching day - being with the children and
families, planning relevant programmes for the children and so on. Jane,
Elizabeth and Nikki explain the changes:

JUDITH: Does it all feel necessary - all that book work?
JANE: No, it doesn't all feel necessary. I don't think all the writing
down is necessary. The parent contact - we were supposedly at one
stage having to write down every contact you had with parents
throughout that day. Well I just refused to do that (pause) because I
don't really think that's relevant to anybody. I mean who's interested
in that so-and-so rung. I mean why should I record all that all the
time? I've got better things to do than that. (Interview 1 1994, TU: 394-395)
ELIZABETH: [Before Five Reforms and subsequent reforms] just added
to the administration side of things ... it's taking away from parent
work and things like that because, you know, those Wednesday and
Friday afternoons tend to get eaten up with extra administration,
whereas in the past you'd be having more time for the home visiting
and things like that (sigh).(interview 1 1994 , TU: 217-218)
NIKKI: It's changed one way in that a lot ... more of my time is spent
trying to (pause) put into practice some of the reforms - like signing of
the rolls, like ensuring the charters involve the parents, like signing if
they're away for more than a week, like getting parents to write notes
to say if they're going to be absented for longer than a week. All
those things that are new reforms that take my time on other things
that I never normally spent. (interview 1 1994, TU: 344)
Then in 1996:
NIKKI: Why do I dislike them? I dislike them because in a lot of
circumstances they are totally impractical. They are put together by
someone who probably is, this is probably unjust, but they're trying to
legitimise their position in their job so therefore create more work for
us. Silly things like having parents to sign the rolls every month to
verify the child's at kindergarten. Just stupid things. I mean as though
I've got nothing better to do than chase up parents (pause). Those
sort of things. Yeah, yep, and it just takes away from the children ....
Don't really see the need for a lot of the things that they have thrown
at us of late. (Interview 2 1996, TU: 451)
Head teachers had become aware that overseeing and organising their
parent committees to meet the new administrative and managerial responsibilities

was forming a larger part of their job - taking up both the time and energy they
would have put into other tasks, such as home visiting, staff meetings, curriculum
preparation:
LYNNE: Oh, for the days when you could be a teacher. These days
you seem to spend an incredible amount of time just juggling
books and managing as such. Organising people to do things
because they don't realise that they have to do them and unless
someone does them real soon (laugh),you run into problems. It's
really difficult. You don't get nearly the time that you used to be
able to spend on your programme or, you know, working with the
other staff member. (Interview 1 19940,TU: 155)

Theme Summary
Reforms and changes imposed from above onto the teachers and their
programmes were perceived to have taken the life out of what they did. It
appeared to the eight teachers that the needs of children and families were being
overlooked in the struggle for efficient and accountable management to
increasingly centralised government regulations and requirements. This foms on
management and administration inevitably had led to a 'paper chase'. The written
requirements for kindergartens had increased immensely with the reforms. But
how much of this paper work was necessary was being constantly questioned by
the teachers. All the teachers felt that, not only was their valuable time being
taken up with what seemed to be 'administrivia' but, many of the requirements
questioned their professional integrity, training and previous years of successful
teaching practice. Finally, the constant emphasis on this paper chase took their
time and energy away from the aspects of the work that was satisfying for them
and their stated reasons for continuing to be a kindergarten teacher - their work
with the children and families.

BEING OVERTAKEN

I look at it now and I feel this oppression ... Like as a kid
when you're playing with cushions - pillow fights - and you're
the one at the bottom. All the pillows are on top. You
know, that awful feeling of not being able to get out.
That's the feeling Iget when Iread some of my stuff here ...
'cause that smothered feeling came to me. That's how I
felt about it - like I was being smothered or that there was
no fresh air around. Maggie
A sense of being "smothered"or overtaken by all the changes and reforms

coming down on the teachers was another theme arising from the teachers
interviews. While feeling that the life was being taken out of what they were
doing on a daily basis, the processes of implementation and the pace, or speed, of
the changes, left the eight teachers with feelings of being overtaken or suffocated
at different times. This theme summarises these feelings in the contexts of policy
implementation from both government and association levels, and demonstrates
how the wider social and economic changes4 occurring in New Zealand at the
same time, added to this sense of being overtaken by politics and top-down
driven decision making.
The pace of change, as often referred to in other reviews of political and
education changes over the 1980-1990s, was a significant factor in the eight
kindergarten teachers' feelings of having been overtaken. One new policy, or
directive had hardly arrived when the next one appeared. T h s meant that even
when the change may have been seen to be a good one on reflection sometime
later (for example the draft of Te Whariki) at the time it was resisted due to the
timing of its arrival. The pace, and timing, combined with the procedures for
introducing or implementing the change created the context for whether this
change was perceived by the teachers to be a good thing to get involved in, or
added to their feelings of despair and low morale. Maggie's experiences with the
46See Chapters Two and Three.

draft of Te Wh3riki demonstrated h s . Maggie describes how receiving the
document became the final straw, using the children's story "Who Sank the
Boat?"(Allen,1982) to draw an analogy. In this children's picture book, it is the
combined weight of all the animals in the boat which ultimately sank the boat, but
on the arrival of the mouse in the boat - "the last to get in and the lightest of all.
Could it be him?" - the boat sinks:

MAGGIE: Looking back at it I think "Well, yeah, okay, all those things were
going on. But I wasn't in control of them". They were coming through the
mailbox in their pieces of paper by the truckload (pause). And I remember
getting so upset about things. But looking back now that Te WhZriki is here
and I'm looking at it from a different point of view (pause). It didn't really
need all that song and dance at all really. But I don't think it was handled
very well at the beginning. The people who were presenting it (pause). I
don't think they knew any more about it than we did. I think they were sortof rushing home at night and reading up the next page before they
presented it to us. So I don't blame them. I think they were sort-of pushed
into the front line. I think if they [had] presented the document with a
concise and sensible way of using it instead of saying "Look, this is going to
completely take over from all the planning that you've been doing.
Forget all about that. Use this". And then walk out the door. You're left
looking at this book thinking "Well, how?". So I don't think that there was
ever anything wrong with the document and nothing wrong with the staff
or anything. I just think it wasn't presented very well and everybody
panicked basically. Others just put it to one side. Put it in the top drawer
and thought "Well, no, I won't look at that this century" and that's caused
its own problems. There was no need. There was no need and it's taken all
this time for it [the implementation of the document] to become
simplified the way it should be (pause). So I just think it was bad timing. So

I think perhaps it was bad timing that people just thought "Oh no" ... and I
think that was just another thing you know, like the wee mouse in the boat
you know "Who Sank the Boat?" (pause)and I think perhaps that was the
bit that came along that tipped the edge.

(1nterview21996.~~:215-217)

So despite the professional development packages that were put in place to
support the introduction of Te Whlkiki, the experiences of the teachers'
demonstrated that the timing and the lack of preparation (or support for the
providers) on the part of the professional development providers added to the
stress of the teachers and worked against the acceptance and implementation by
the teachers.
The ongoing creation and volume of policies which kindergartens were expected
to have, and continually update, was an ongoing issue for several of the teachers.
Maggie reflected on the original introduction of the 'Early Childhood
Management Handbook'47 for supporting charter writing as an example of the
mishandling of new policies in both timing, volume and management of change:
MAGGIE: The wonderful purple book got everybody all a flutter. We

all got a very expensive little book and then we all went to untold
meetings. Untold meetings. And then they replaced the whole
purple book with four typewritten pages. I've never gotten over that
(pause). So, I mean, it just made you realise how futile the whole
thing was anyway really. I couldn't believe it, you know. We've still
got that purple book. We use the folder. (Interview 1 1994, TU: 29)

The introduction of the Desirable Objectives and Practices (commonly
called DOPs) - which are the replacement four pages mentioned above - led to a
plethora of policy writing in individual centres. For kindergartens, there are
centre-based policies and association-based polices as well as national guidelines

and legislative standards. The sheer volume of polices overtook both the parents
4 7 ~ h ihandbook
s
arrived in a purple folder and thus became known by a range of titles all
referring to the colour purple. For further discussion see Farquhar (1991), and Chapter Two.

and the teachers in both the construction and the understanding of them as
Elizabeth's policy poster demonstrated:
ELIZABETH: Oh you should ssseee it! You should see it! We've got a
folder full of policies and we have to have a lot of them, probably
80% of them, on display for our parents. So I've got this big poster on
the wall with policies sticking out of it all over (pause). No parent's
ever been near it but anyway (laugh) .... Things that are management
have to have policies. Heaps of different things. Then there's other, I
suppose, there's other people who come in, like EE048, where they
[association] had to formulate an EEO policy. Health and safety
policy. I mean, that was another workshop. Health and safety - OHS 1
and OHS 2'99 - and you just think "Oh, good grief" (pause). It's just
those sorts-of things. Once they're all on board - it's just that it's all
been going on the last two years really that they've been doing these
policies and there seems to be a constant flow of draft policies for
comment or policies that are already done or policies up for review.
You know, every week something comes through the letterbox and
you think "Oh dear, I hope I'm not supposed to know all of these"
(laugh). I know I don't. I've got them in the folder. If I need them I
know where they are (laugh). (Interview 1 1994,TU: 73-77)

Charters and the minimum standards regulations were another two policy
changes which demonstrated examples where teachers were overtaken by the
pace and the mishandling of the implementation and change50. The continual
changing requirements around both the construction of charters and the
standards of licensing caused the teachers, and their kindergarten committees,
large amounts of work, financial investments and stress. Whenever the issues of
charters, or the changes needed to meet minimum standards, were discussed all
eight teachers had long stories of the hard work that had been put in by
themselves and their parents, who then found themselves overtaken by

4 8 ~ E -0Equal Employment Opportunity (New Zealand legislation).
4 9 0
1 and
~ ~
OHS2 refer to Occupational Health and Safety requirements which all work
places must demonstrate for their employees and clients/customers/users of their services under
New Zealand legislation.
50 See Chapters Two and Three for further discussion.

bureaucratic and political agendas whch watered down many of the requirements

- in most cases after all the work initially required had been carried out. While the
act of charter writing had offered teachers and kindergarten communities the
opportunity to reflect on policies and practices and formalise a dialogue between
them, the seven teacher@, did not experience it in this way.
Firstly, the teachers found it very difficult to get parents interested and
involved in the processes. One reason for this was the overtaking of the charter
structures from its initial proposed format to one where charters became
prescriptive so that the potential for dialogues and kindergarten centre differences
all but disappeared. Thus the act of writing, and later reviewing, became one of
merely 'going through the motions'. Elizabeth describes how disillusioning the
process was for her parents due to the complexities of the expectations which had
been set up for parents versus the reality of what realistically could and did
happen:
ELIZABETH: The charters, well what can we say, oh dear. Well, the
charter was a great exercise in Elizabeth writing it. We had tried and
tried and tried to get parents involved and we ended up with a little
core of about five people, parents I suppose, who had any interest
whatsoever and basically left it up to me to do the writing and go
back to them with it. And then we would go through each thing and
they would say "yea" or "nay" about everything and then we would
present it to the rest of the parents. So basically it was Elizabeth's
May holidays writing a charter and of course now it's being reviewed
again and the interest's about as high as it was then. I mean, it's just
really is up to us [teachers] to do it to actually. Go through and do
what we're s'posed to do and then we go to a committee meeting
and we present it to the committee members and they say what they
think which is "Yeah, that sounds fine". That's exactly what they say
and then we present it to the parents. They don't even read it and so
you sort of wonder .... But the reality of the charters as far as I'm
-

--

51The eighth teacher was in a relieving teacher's position at this time so was not directly
involved in the process, however, she was able to see the impact that it had on her colleagues
during and after this process.

concerned is that you've got a very strict guideline to what you're
actually going to be able to do. The actual amount of freedom is
very limited and it was sold to the parents in a way that they thought
they were going to get this great freedom of, you know, having such
a big say about what their children were going to learn and that is
just a load of bull basically because there's no way, apart from the
fact that we've got 80 different parents and more - twice that in
some cases if you count them - that have different ideas about what
they're going to teach and there's no way that we could encompass
everything that every little person thinks about it. But, you know, it
was sold to them that they were going to have this great freedom
and the reality isn't that .... Then the parents in other areas who
diligently went in and wrote these charters and then found that they
couldn't do this, and they couldn't do that, and they couldn't do the
next thing, probably felt completely sold out by the whole thing
really. So I still think it's quite good to have a document that states
what you do and why you do it but I think that, you know, the
guidelines are so strict that there's just not very much room for
movement and for individuality between centres at all so I think that
the differences that actually happen between centres in reality are
more related to the kind of children, the kind of parents, and the kind
of teachers rather than what you've got written down. (interview 1 1994,
TU: 187)

However, despite the large amount of writing that they had to undertake
themselves, both Elizabeth and Laura could see the value of the charter writing
process for those staff and parents who did get involved at the time:
ELIZABETH: The parents that got involved, it was probably a good
exercise for them and for us. Because they were actually learning a
lot about what we did and why we did it. They had never questioned
in the past but I mean it was just such a small number of parents that
it was an awful lot of work for a very small people number of people
to get much benefit from (laugh). (Interview 1 1994, TU: 220)

Laura felt that, at the time, the charter had been a living document which had
added much to the team building of the staff and the relationship with the
families:

LAURA: For that initial time, when they were first implemented, they
worked and they were a working live document (pause) .... At the
writing time I did [think they had value]. So that meant if the same
parents and the same teachers who were all working for the same
thing then it was valuable (pause).But that was a lot of work but sortof really good work. I think we were all really looking at what families
wanted for their children .... And it became the families of our
community (pause) and the children. You know what I mean? Like it
... did involve the whole [community]. Since I was first teaching I've
always said, you know, education is an extension of the home. I
actually still believe that. That we are adding. You know, the circle the child is in the middle and the home is the first one which is the
closest - so we have to just add on the outside of that. Just like
another layer around the orange. And the charter made that more
interesting because we learnt more of course by sharing. (interview 1
1994, TU: 332; 348)

But, as time moved on, Laura's experiences matched the other teachers as
the reviewing of charters became formulaic with parents and committees merely
agreeing to whatever the teachers recommended. Nikki had this similar
experiencing when reviewing the charter four years later:
NIKKI: I think that the reviewing constantly of the charter isn't really
doing what it's meant to be doing. What happens is they
[committee] read it through. They say "Oh yes ,happy with this? Oh
yeah, that's fine. That's that bit done". And I don't think that's really
the way it's meant to be. But how else are you going to do it?
Nobody wants to go through the whole thing and rewrite another
one. Nobody wants to do anything like that (pause). So that's the
easy way out. (Interview 1 1994, TU: 367)

The 1989 introduction of the new minimum standards for all early
childhood centres (at the same time as charter writing) became another source of
stress for teachers and parents. While the kindergarten teachers could see the
positive aspects of some of the improvements in their kindergartens they, and
their committees, were overtaken by the changes in terms of the political and

bureaucratic mismanagement of the implementation and direction of the
standards.
At one level, the improved health and safety requirements introduced with
the new standards were seen as a positive move.
MARGARET: So I can see a lot of the reforms and things that have
come into place are good ,you know. I'm thinking of (pause) ... the
standards of the buildings and things like that. Just for an example, it's
fair enough that they had to be a certain standard too. What a load
of rubbish we thought it was, when it all first came in. We thought "Oh
heavens. Here goes!" - all the things that we had to do. But the
committee just worked away. That was what was expected. So
away they went and, you know, sort of achieved one step at a time
and, oh, it was good (pause). It was good and I think of things like the
fences for instance. I mean the tiny wee wee low fences [we had] ....
I mean we'd never had any major hassles with them but how much
more secure really it is to be child proof and for the children to not to
be able to escape (pause). And like I remember you telling me
about that glass episode52. I mean the hundreds of dollars that cost
us [to replace all the windows with safety glass] 'cause all our window
were low and I mean rather than have the bars across we opted for
the whole [replacement]. (~nterview1 1994, TU: 310)

However, committees and teachers were quickly overtaken by the physical
tasks of raising enough money to make the necessary changes within the tight
time frame given to gain licenses, and thus be eligible for continued government
funding (as set out in The Education (Early Childhood Centres) Regulations 1990).
The changes often necessitated a large amount of physical work on building and
playgrounds, and while changes such as fencing, gates and safety glass in
windows made 'good sense', many of the other changes were perceived by the
teachers and their committees as unnecessary, or irrelevant, to their centre, taking
money and effort away from the more pressing and necessary maintenance and
52 Margaret is referring to a teaching incident of mine in the mid-1980s where a child at the
lundergarten where I was a head teacher ran into a sliding glass door and received extensive
facial injuries from the shattered glass.

improvements on the kindergarten. For Elizabeth, Nikki, and Margaret who
were in relatively new purpose built building, the changes were particularly
puzzling:
ELIZABETH: The minimum standards was a (pause) mm (pause) that
was a great have. I mean, we were in a 10-year-old purpose built
building which had been built for 40 children and, you know, all of a
sudden we didn't have enough toilets for goodness sake (pause).
Well, you know, we had enough toilets for 40 children the day before,
but now we haven't got enough toilets (pause). It was really
annoying. You just thought "This is ridiculous". So we had to change it
so that the adults' toilet could be used as one of the children's toilets.
So we got all that organised and then they said "Oh no, you only need
three toilets". Oh shivers, you know, and nappy changing tables. I
mean, (*!*). Well, you know, the Ministry told us we had to have a
nappy changing table so we did get a nappy changing table. It has
never been used but we've got a nappy changing table you know.
Luckily we got someone to build it and it didn't cost us anything but
you know it was just a total waste of time and money. We had to reglaze all our windows. Thirteen-hundred dollars it cost us to re-glaze
our windows. Only one of which had ever been broken and that was
because some drunk threw a beer bottle through it one Saturday
night (laugh). So, you know, just, it was just all those things you
thought (*!*). We worked out, we spent about $6,000 getting our
purpose built 10 year old building up to minimum standards. So how
the heck some places ever got on I do not know .... It was an exercise
in time wasting as far as I was concerned. (Interview 1 1994,TU: 193)
NIKKI: They [the minimum standards] probably caused a lot of hassles
financially for a lot of centres. We were lucky 'cause we were
reasonably new and most of it was already up to scratch but things,
like for a new kindergarten that had only been up for five years, we
were altering sink units and replumbing. Just seemed crazy. Just
crazy. Why was it any different to what we've been doing before?
We weren't going to take any younger children so what difference
did it make? (pause). Just seemed too financial. It was just a lot of
money going out when it could be used for the children rather than
for the building .... it was just a waste of money. I think the whole
business really has been a waste of money. (~nterview1 1994,TU: 381-385)

.

The nappy-changing table was a reoccuring example in the teachers' stories
of the mishandling of the introduction of the new standards. To the kindergarten
teachers having their centres overtaken by standards which applied to child care
centres was a waste of time and money and left them with equipment, such as the
nappy-changing table, which they never used.
MARGARET: There seemed to be quite a bit of, what at the time,
seemed unnecessary things to us (pause). Things like having to have
a nappy changing table. How many years have we had minimum
standards? Like ours has been used twice - our nappy changing table
(pause). I think the thing was too that they made the ruling for early
childhood centres right across the board, like child cares and
kindergartens. I mean, I can remember one of the committee being
really confused about having to put a door over the kitchen so
children couldn't get into the kitchen. But it was actually meaning in
a childcare centre ... where the children crawl along the floor - which
we don't have. (Interview 1 1994, TU: 384-451)

Centralised requirements had overtaken the teachers' and parents' more
pressing concerns for their kindergartens. The committees were often left
financially disadvantaged and disillusioned. In Margaret's case, for example, her
committee had worked quickly to meet the standards and it had cost them
several thousands of dollars to do just that. They had finished the tasks when the
changing government in 1990 'watered down' the requirements making many of
the changes unnecessary.
Another example of 'being overtaken' with early childhood policy changes
were the new polices which resulted from the Peter Ellis childcare sexual abuse
trial53. While these polices54 had been developed in consultation with the

teachers in some areas, the consequence of them overtook the teachers' working
day in a way that had not been envisaged at the beginning. The teachers'

53SeeDuncan (1999) for a discussion of this case.
The policies had a variety of titles ranging from child abuse policy, staff protection policies to
sexual abuse prevention polices.

changed perceptions of the communities they worked in, the climate of mistrust
and the re-evaluation of their day-to-day practices highlight the damage to
relationships between teachers and their communities and employers which
occurred in the 1994-1996 period. The changes created tensions for teachers in
their perceptions of their job and their status as trusted professionals overtaking
and breaking down what had been established relationships.
The fear of an allegation of child abuse was an ever present threat.
Interestingly, the focus or concern raised by the teachers in their stories was not
on child abuse per se. Teachers had no concerns about their colleagues or other
staff members, in this regard. The concerns were about the threat of an allegation
of child abuse (particularly sexual). The consequences of these allegations were
very real to the teachers. Working in early childhood was felt to be a more
vulnerable sector in education for allegations, than the primary or secondary
school sectors. Comments by the teachers were despairing of procedures once an
allegation had been made and the devastating consequences for a teacher's life,
even when the allegation had been disproved. The h a m was seen to be in the
allegation itself.
LYNNE: [It] takes a while to see that sense. To start with, you just think
it's paranoid rubbish but an allegation can be made so easily and you
see the wide spreading effects of that (pause). It's interesting
because kindergarten people seem to have taken that on board
much faster than anyone else - probably after the fear of seeing
what did happen in Christchurch. But you look at all the situations
where other teachers put themselves at risk and there're probably
more allegations made against teachers than anything else. I think
it's just because [it's] preschoolers. People have that sort of idea
about [they're] being so much more helpless than children say at high
school or primary school. I don't know .... But it's not a matter of being
involved sometimes it's just a matter of having an allegation made
against you .... And I don't know whether the incidences have
changed. I think it's just that there's so much more publicity when
something happens. It's a tricky one. (Interview 2 1996, TU: 359-363)

The tensions between the teachers' own sense of professionalism and
awareness of diminished trust from parents and the community impacted daily
on the relationships between parents and teachers. The teachers felt that they
were not being treated as professionals who could be trusted to care for children
safely and professionally. The teachers felt more wary of parents and not so
trusting of the parents or the parents' reactions to things which could be taken
out of context.
MAGGIE: You could, almost look at parents sometimes (pause)
unknown quantity parents, as the enemy .... that has happened in
[name of town] where false accusations have been made against
teachers based on absolutely air and nothing. But they followed the
system 'cause it takes on a life of it's own. Like the Peter Ellis business
.... So things like that have changed the way you react to situations
perhaps and to parents .... [I'm a] wee bit more wary of parents
because of the power that's there now, you know. These false
accusations have really put the wind up people. I mean people can
come in, size up a situation in two minutes, put something down on
paper and send it off (pause). If you're lucky to the association and it
can be handled there. If you're unlucky, as has happened, it will go
straight to social welfare and away they go. And they're such
excitable little people in there, aren't they? And yes, I guess, those
little reforms have changed how you deal with parents and with
children. ( Interview 1 1994 b, TU: 27-30)

The kindergarten policies stressed the importance of keeping parents
informed over any intervention or physical contact a staff member may have had
with a child - especially if it has involved changing of clothes. The concern was to
avoid potential misunderstandings or misinterpretations of usual or unusual
events that occurred for the children throughout the session. Good record
keeping and communication with parents had become essential. This included
keeping records of when a child had assistance with changing clothes, showering,
et cetera. The records used by the kindergartens included the name of the staff

member responsible and the other adult who checked or watched the procedure,
and the time that it took.
LYNNE : If a child say has a toileting accident or for any other reason
needs to be changed we have to - record the staff member who
carries that task out, the name of the staff member that you've told
before you go to do that task, the child, what articles of clothing
were removed and for what reason, and the time that you did it, and
how long the task took to perform. All has to go in a book. (Interview 2
1996,TU: 332)

While increased communication and reporting to parents about events can
be seen, on the one hand, as a good thing, it can also be seen as a symptom of
having to go to greater lengths to protect oneself from parental mistrust and
misunderstanding. As Margaret cautions:
MARGARET: Your head's on the chopping block a bit more, isn't it?
We probably take a bit more on board by informing the parents. Like
regardless of, whether it's a fall and, you know, the child's fallen over
and bumped her knee. Or has fallen off the swing and all those sorts
of minor things that once we would have never probably even
thought about informing the parents. Today we do .... You know it's
never ending. I can remember about one of the requirements of
having to display for parents the way that a teacher can be (pause)
reprimanded for misconduct...You know that just really just threw me
when we had to do that, and I just sort of felt that, you know, where's
the trust and where's the .... I just thought there's a lot of people out
there that would, oh I don't know, perhaps take it the wrong way or,
you know, it would be so easy if they had it in for somebody to
perhaps use it against somebody .... I don't know there seems to be a
lot of distrust and that out there isn't there? (Interview 1 1994,TU: 314-316)
The tensions between balancing conflicting needs and requirements had
become enormous for teachers. On the one hand the legislative requirements
must be met but, by themselves, they may not provide protection for staff. On
the other hand, centres' policies which were designed to protect staff and chldren

may overtake the need of a child for security, privacy, and emotional and physical
comfort. Maggie and Lynne expressed just such concerns:
MAGGIE: Things like the child abuse thing makes you try to be wary. I
still find it hard to be wary of 'cause it just seems to be silly. Like
changing children's nappies. You've got to have two people to go or
you've got to have an adult, another, either another teacher or
another parent, to go with you if you're going to change a child's
nappies. Which is just charming, you know. Everybody wants to go
and watch somebody else change somebody's nappies .... Also our
ratios don't allow for two people to be taken out of the programme.
Certainly in a two-teacher [kindergarten], what would you do? Bring
everybody inside so you can change the kid's nappy? And the theory
is, you're not s'posed to take them out of the play room. It's s'posed to
be done in a public place. Well that's charming again really. On the
play dough table? Be nice. Science table would be lovely! So, you
know, all these things that you'd normally, you'd do automatically,
you've got to think again .... The child abuse this is very far reaching
and you can see how easy it is for things to get out of hand. So I
suppose it just makes me think of things, delving into things more than
[I used to] perhaps. You know, like a child. If you saw a child upset
your first instinct is to go up and put your arm around them and "Can I
help?" But you've almost got to take a step back and look around
the child. Look around the situation to see what's going on. You
know what I mean? You've almost got to protect yourself first. But I
don't know that you really do but that's the theory behind it. (Interview 1
1994 b, TU: 24-25, 39)

LYNNE : We've got a large convex mirror like the sort they use in
dairies to deter shop lifters which is now erected in the children's
bathroom so the whole of the children's bathroom can be seen from
the play area .... If you have a toileting accident, in days gone by, you
would have perhaps taken the child into the office and changed
them there for the child's own privacy. You would never do that now.
(Interview 2 1996, TU: 330-332)

The change to ensuring that adults must never be alone with a child or
children, as part of the new sexual abuse prevention policies, had changed the

climate of trust and had meant major changes in programming and practices in
kindergartens. For example, teachers could no longer take children on walks,
outings or spontaneous trips such as to the dairy55 without at least one other
adult.
LYNNE: You don't leave the gate by yourself with any other children.
You have to have another adult with you. Well, occasionally we're
inclined still to run down to the dairy with two children. But that's
because ... you can view it from the kindergarten. (Interview2 1996, TU:
334)

Similarly, at the end of a day or a session a staff member was not to be left
with a child or children where the parent or caregiver may be late in collecting
them. This was particularly an issue for kindergarten staff who, as a consequence,
may get no lunch break, as two staff, at least, must always remain while children
are present.
LYNNE : Little things like, now, you know, you wouldn't dream of - it's
five past 12 you've got one child left. You've got two staff in the
kindergarten. One staff stays with the child while the other one goes
off to do her banking or get her lunch or whatever. You would never
consider doing that now ... in fact that's policy. You can't leave the
kindergarten until the last child's been picked up because you've got
to have another adult witness. You can't be left alone in the
kindergarten with a child (pause). So again, you know, you get really
fed up with those parents who don't come and pick their children up
because now you've both got to stay. (Interview 2 1996,TU: 328-330)

Making sure an adult is never alone with a child applied in all settings,
including caregiving routines. These caregiving routines were always to be done
by the regular staff of the centre; that is, the 'known' adults responsible for the
care of the children.

55 A

New Zealand dairy is a convenience store located in suburbs, which sells grocery items,

LYNNE: If you've got, say, an education support worker with a child
who's getting hours from SES56. SES have toileting contracts that you
have to sign at your IEP57 meetings listing, you know, what staff from
the centre have permission to remove [the] child's clothing for any
reason whatsoever. Like for a toileting accident or something or
other else. And they have particular forms within the contract that
they have to fill in every time they change a child or shower a child. I
mean you'd only shower a child under absolute emergency case
really. That's if you can't get a parent to come and pick them up and
take them home. (Interview 2 1996, TU: 342)
The importance of having a witness to protect both the child and staff
member in a vulnerable situation was emphasised in all the policies and felt
strongly by the teachers.

LYNNE : Yes, that's a bit of worrying change .... I mean the whole issue
of staff protection and thinking really carefully about what you say,
where you're seen. Having witnesses (laugh). Ultimately the idea is
that you never put yourself in a position where you're in a secluded
area with one child. Must be always two adults around or close at
hand so you have a witness. It's very sad you know. There are definite
aspects of your programme that it cuts out altogether and that's all
since the Civic Childcare Centre case in Christchurch58 these things
have been put in place .... But a lot of people are having trouble with
those [showers and sinks] now because they are too out of the way.
Doors are coming off and new windows are going in because they're
not in view. Ours is at one end of the building. You go through the
nappy changing shower area to get to the adult toilet. So yeah,
you['ve] basically got to have a staff member up in that end of the
kindergarten to supervise you showering a child .... It makes life very
difficult. I mean you do get used to those sorts of things but you are
constantly thinking .... It's just keeping yourself safe really which is the
other reason why you know it becomes a lot more difficult. (Interview 2
1996, TU: 338, 347)

56S~S-Special Education Service.
5 ' 1 ~- ~Individual Education Plan.
S8~hisis the same case as referred to earlier as the Peter Ellis case. For a full discussion of this
case see: (Haden, 1997; McLoughlin, 1996)

Thus, the sexual abuse prevention policies restrained teachers' practices and
overtook their relationships with the children and their parents. Once again,
while the teachers could see some sense in having these policies, the extent to
which they overtook the teaching role and their relationships with the people
they worked with left them with very mixed feelings about the policies.
Policies coming from the association level, such as the sexual abuse policies,
demonstrated the increased roles and responsibilities which the associations
became responsible for over the 1990s. As all the eight teachers involved in this
study had teaching experience which preceded the 1980 refoms, they were able
to reflect on the negative experiences they had with their associations before the
association powers were increased. As stated so succinctly by Elizabeth:
ELIZABETH: I would say that the main low point is dealing with the
associations and, although that is a lot better now in [area], it has
actually been in the past a real hassle right through all the time I've
been teaching really. (Interview 1 1994, TU: 134)

These experiences raised real concerns, for the teachers, about the possible
future problems that could be experienced. Even with restricted roles, teachers
had found that individual association members would often overstep their roles
and try to overtake a teacher's authority and position. Lynne had several such
examples:
LYNNE: You get some very strong people in positions of power within
... associations which can be very difficult. I remember we had one
President who was a very powerful lady and she used to let herself
into the kindergartens at night (pause). 1 remember she used to wait
until you had submitted your art order. In those days you had to
submit an art order once a term for your art supplies and it had to go
to [the] association. They had to approve it for expenditure and then
they would send away for all [the] kindergartens orders to whatever,
well it must have been the Education Board, and she actually used to
let herself into the kindergarten and go through your art order and do
her own stock take of what you had on the shelves. She used to go

through your books. All sorts of things . You'd never be told. Then I
would come in the morning and, you know, open up the paint
cupboard to get something out and suddenly everything would be
organised in rows. Like rows of yellow paint, red paint, you know, and I
knew that obviously all the cupboards had been gone through the
night before. And she'd bring up things at the association meeting
like "You have 23 paint brushes in your cupboard. I don't think you
should be asking for any more for at least two years" (laugh) .... You
get some very powerful people and, today, you know, of course
they've got even more power than they've ever had before. And I've
seen staff lives been made incredibly unbearable really (pause) for all
sorts of reasons (pause). Usually nothing to do with their professional
conduct or the way the kindergarten's run, but all sorts of strange
reasons. (Interview 1 1994, TU: 1 14-1 16)

For the seven teachers who had been teaching before the national scheme
of salaries and appointments had been established, they were able to compare the
experiences of before and after and envision where the kindergarten senrice could
be returning to with associations solely responsible for appointments and paying
salaries. The introduction of salary bulk funding, in combination with the
Employment Contracts Act (1991), had overtaken teachers' perceptions of being
able to gain a salary increase, or even guard their existing employment
conditions:
ELIZABETH: It's just an added pressure really (pause) knowing that the
chances of us getting a salary increase are practically zilch. The
association just can't agree to a salary increase when there isn't any
more money and if they do agree to one the Government will say
"Well, you agree to it. Well you find the money". It's like you're just
stuck in a hole really and there's not really any way out unless bulk
funding is totally discredited, which as far as I'm concerned it should
be. (Interview 1 1994, TU: 225-226)
LYNNE: The fact that while they've been loading us up with all this
extra work, I mean, there's been no incentive or any anything at all
really to make you feel at all good about the job. I mean no-one's
had a pay rise since what 1987, and as for performance-based pay

and all the other options that go with it, you know, it's just a little bit
of a joke as far as I'm concerned. Everyone's performing more than
adequately and taking on an incredible amount of extra work.
Whereas, in the private sector we should be all millionaires. But
they're not giving it to us. Every year they take away a few more
things and this year it looks like they're really going try and take us to
the cleaners .... Everyone's going to be working much longer days and
have a lot less holidays. (Interview I 1994b. TU: 7 1 )

The teachers had become increasingly aware of the 'subtle' changes to their
employment conditions. While their national employment contract had retained
key conditions, the reality of accessing these provision concerned all eight of the
teachers.
LYNNE: Management get a bit shaky if people are having more days
off than they budgeted for because you know the sick leave thing's a
big big deal. Especially in a place like [area] and most of the staff
have got the best of 100 days [eligible sick leave] up their sleeve.
But I mean just one staff member having to go to hospital say for an
operation and then have two or three weeks off would throw their
entire budget out the window. They would be really stuck.
JUDITH: That's a lot of pressure on you not to take leave isn't it?
LYNNE: It is and, you know, sometimes some people can't help but
point that out to you because it is such a major worry for them. I
mean they budget on us having, oh perhaps eight days each a year,
and the last couple of years there have been staff that have been
sick. Had some fairly major problem and have had to have quite
reasonable lengths of time off and it's just about bankrupted them
and they don't like their back to the wall .... Although [teacher] and I
have sort of decided that it's not really our problem now and we still
try and take time off when we need it but it is very difficult. (Interview 2
1996, TU: 136-144)

Laura had several experiences whch had left her concerned that the association
had neither the ability to manage the bulk grant to meet the real needs of

kindergartens, nor the professionalism to handle the issues surrounding dealing
with staff salaries:
LAURA: Well about funding, I mean, there's just not enough. That's the
bottom line there. And the other scary thing is I still don't trust
associations not to start using salary money. When, we were saying
at this meeting of the executive, about bulk funding this [association
member] who's a real bitch (she'll be the next president of the
association) looked at me and said "Oh, we'll just take $100 off out of
all your pay".
JUDITH: She was joking or was she serious?
LAURA: Oh a bit of tongue in cheek really. It was over a kindergarten
with asbestos in it. "Most of you are double-income families " she said.
Mm, mm, things like "And we [association members] do a very.good
job and we're not paid". They've got this sort of virtuous little trick
about themselves that they're not being paid. So they're the big
heroes you know. They do it out of the goodness of their heart and
we're just the mercenary buggers that are getting paid. You know
what I mean? It's almost a martyr - oh, they give me (*!*) some of
them (pause) .... Unfortunately because we're run by (pause) nonprofessionals they don't have things like any other business like a long
term strategic plan or anything .... They sort-of got all tangled up
wanking themselves saying "Oh whoopee we've got this money.
Aren't we doing wonderfully!" .... We've got a kindergarten full of
asbestos which they're doing nothing about. There is no money to do
anything about it. (Interview 1 1994b, TU: 169-1731SO)

During the 1992 national kindergarten collective employment negotiations,
cuts to relievers salaries had been made in a trade off for permanent staff
conditions (Duncan & Rowe, 1997). Josie was a recipient of these changes and felt
a real sense of being overtaken by permanent teachers' employment needs over
her own:
JOSIE: Well, for a start you sort-of thought, 'Well, I'm still doing exactly
the same amount of work and they've taken pay away from me. I'm
still supposed to turn up and be a teacher and yet they've taken the

money off". It did seem very unfair (pause). But then your hands are
tied. What else do you do? You don't really have any say in it .... You
could protest and not teach but then what do you do? So I felt quite
disgruntled when it happened. But at the same time you couldn't do
anything when it boiled down to it. You could protest but that was
about as far as you could do. Who's going to listen to one or two
people jumping up and down. (Interview 1 1994, TU: 31 6 )

However, permanent staff did not remain untouched as associations began
increasing the number of sessions each kindergarten was open for children each
year to increase their bulk grants. This left the teachers working longer hours for
the same pay - in effect a pay cut.
ELIZABETH: Increasing session times has been a big issue for
everybody really. So, yes it's sort-of been there all year really and I
know it seems piddling really I suppose. You're fighting over,
scrapping over, a few days but it's the principle of it really. It's the
fact that you're being asked to do more for less really or it works out
that way because you're not getting any money for doing it (sigh). I
just resent it. You resent getting your holidays eaten away simply
because that is one of the perks of our jobs really and there's not too
many perks of our jobs so (sigh). [Interview 2 1996, TU: 139)

This had the effect of leaving Elizabeth feeling suspicious of other proposed
changes:
ELIZABETH: It sort-of influences the way you look at other proposals
especially things like 'PSM' [professional support manager] coming
along when you're being asked to work extra days and you're thinking
"Oh, am I working extra days so that she can get more money?"you
know, that sort-of thing. It's hard to look at it from a very objective
point of view when you know that it's all tied to money. [Interview 2 1996,
T U : 139)

The social and economic changes, which were overtaking families and
committees in which the teachers worked, added to the frustrations of the
teachers being no longer able to help the families in ways they perceived their

jobs could or should allow. Lynne explained at length, both in 1994 and 1996, the
situation of her community and the impact this had on her kindergarten and her
teaching experiences. In Lynne's area the changes in her kindergarten
community over the previous 10 to 12 years, before her 1994 i n t e ~ e wwere
,
directly related to the economic environment and the national political decisions
being made at that time. She described how in her early days of working in this
community there was almost full employment and only one solo parent family
attending the kindergarten. During the first few years, many of the retired
people in the area moved on or died and young families began moving into the
area again. As the economic climate of the country over the 1980s began to
change, so did the kindergarten community :
LYNNE: Then we had a lot more cheaper housing become available
in our area and then we had a lot of unemployment. Then we also
had a lot of people start to move to our area and up from other
places where there were perhaps large numbers of beneficiaries that
didn't have a hope to own a home. [Name of area] land agents
actually went to Auckland and sold people houses. At that stage,
because of the way you could capitalise on your family benefit I think
it was originally, and a few other things, we actually had a lot of
families that moved down from the North Island. In general [they]
were people without work but they still knew that because of
whatever money they had, whatever they managed to sell, however
number of kids they had, they could actually raise the money to buy a
home. To give themselves a home that they couldn't be turfed out of
or have the rent rise, you know. So that really changed the make-up
of our community. (Interview 1 1994, TU; 201-2021

However, by the 1990s, the pressure came on the very same families to find
work:

LYNNE: But now it seems to have turned the other way, Now there
were a lot of people sort of during those late 80s that were
unemployed that came to [name of area] thinking "Well, it doesn't
matter if I can't get a job at least there I can find a home" and
they've sat like that for four or five years. And now they're saying "I do

need a job" so they're trying to get rid of those places again [sell their
homes] and move back to cities again to try and get work. And it
really plays a big part in what is happening in your kindergarten
community too .... So, yeah, those sorts of things, you know, they play
a big part in the community. And it does make it stressful for parents
and, of course, then you get everything else that happens. People's
marriages start to break up and da da da. Just all the other things
that happen and the stress put on families really so that's changed a
lot. You know, when I first moved to [name of area] it was just about
the most secure place in the world. (Interview 1 1994, TU: 20s)

Unemployment, or the threats to existing employment was an ongoing
stress in Lynne's kindergarten community. Lynne talked at great length about
the changes to the main industrial and senrice providers who historically had
employed many of the families for several generations. Closures and cutbacks to
these established industries were the ongoing experiences throughout the late
1980s and into the 1990s. These experiences of the families became examples
where the community had become so tired of fighting that they had just accepted
the other smaller things which were happening at the same time, for example,
'user pays' for education and health provisions. This meant that the problems of
the kindergarten seem quite insignificant in the larger picture within the
community:
LYNNE: A wee place like [name of area] has done so much fighting in
the last few years because of all the hassles we've had with our
health service and hospital. People are really at the end of their
tether, but I think in the same way they're also accepting the fact
that this is just a way of life .... We're going to have to pay through the
nose for everything (pause). They don't like it and they don't have the
money to do it but they're not sort-of fighting it any more because
they're exhausted really .... So when people are under stress like that
[in] other parts of the general service industries, you know, the
community's only got so much fight for so many causes. Although
people realise that you're having a hard time, you know, you can
always find someone who's worse off than you are. And if it's a health

worker well there's plenty of them around. You know a lot of our
parents are in that situation. And then the local woollen mills - their
staff had to take a 12% cut to keep their wages last year. So 12% out
of your wage packet is a lot of money .... Yes, you can always find
someone who's worse off than you and sometimes your problems
don't sound that wonderful when you put them against somebody
eke's. (Interview 2 1996, TU: 284)

Theme Summary
These feeling of being overtaken in the experiences described in this theme,
and others outside of these examples, are summed by Maggie in the quote at the
beginning of this chapter, who, no longer teaching in kindergartens in 1996, was
able to reflect back on her 1994 interviews and recall her feelings of being
overtaken - of oppression and suffocation (1996, TU:213; 258). Altogether, the
teachers and their committees were overtaken with policies and directives from
the top-down. These experiences of being overtaken related to the pace, the
timing and the mishandling of all the changes that occurred in the 1980-1990s. On
top of this were the social, economic and political changes which were overtaking
the communities the kindergarten teachers were working within at the time.
These changed climates created the plethora of polices, for example the sexual
abuse policies, which overtook teachers time and energy and changed their
relationships with their parents, their communities and their associations. The
increased roles and responsibilities of the associations overtook teachers'
employment experiences and left them feeling vulnerable and concerned. This
leads to the third theme in this chapter: Accept the powerlessness - or suffer.

ACCEPT THE POWERLESSNESS - OR SUFFER

You accept that powerlessness and know that if you don't find
a way of coping - the only person that you're going to affect is
yourself really. Lynne
With teachers' experiencing feelings of having the 'life taken out of' their
day-to-day experiences, as well as 'being overtaken' by all the change, it was not
surprising to find that among the teachers' stories were examples of helplessness,
hopelessness and powerlessness to differing degrees over the 1984 to 1996 period.
While the contexts or situations were slightly different for each of the teachers, the
common factor was the top-down action of power and decision making. While
this sense of powerlessness formed some part of all the teachers' interviews in
1994 what was noticeable by the 1996 interviews is that the six teachers59, who
were still in a hands-on teaching role with children, had become resigned to the
fact that they were powerless to change or influence many of the issues and
policies and practices that were occurring. Instead, they had worked on
minimising the angst and upset that these feelings of disempowerment and
powerlessness had created and got on with the job in hand - working with the
children and families the best they could.
Lynne's 1996 comments in response to my question, which asked her to
compare the issues that she disliked in her 1994 interview with those she disliked
in 1996, illustrated this:
LYNNE: They're still influenced by government policy which I think a

lot of the last things were. Just general government cutbacks in
the area of education .... and you still feel just as powerless really.
Although, as we said before, you know, as the months go by you do
sort of come up with more strategies of coping because you
accept that powerlessness and know that if you don't find a way of
5 9 ~ htwo
e teachers who had moved out of the 'hands-on' teaching experience were equally as
clear on the effects and impact of the powerlessness and resignation on their colleagues' lives and
their own lives before leaving their kindergartens.

coping the only person that you're going to affect is yourself really
(long pause). (Interview 2 1996,TU: 286-288)

Likewise both Nikki and Josie advocated just "getting on with it" when you knew
that you could not change things:
NIKKI: Once it's here why bother fighting about it? Why bother
getting in a tizz about it? Why bother doing anything? Once
they've made that decision they're not going to change (pause).
So my belief is just you've got [to] put your head down and go with
it. So every bit of paper they introduce - just get on doing it. Why
spend all the time whingeing about it? The time you whinge you
could have had the job done .... You've just got to get on because
there is so much else happening. Things coming in over the top of
you all the time, so you've just got to keep going. You can't get
bogged down in fighting battles that you've got no hope with.
That's what I mean, it's hopeless. You just can't fight roll
verifications (pause).I mean you just can't do it. It's just not
possible because it's happened and that's it. You cut your own
throat rather than anybody else's throat if you don't do it (pause).
So I suppose you do just accept it and if you get angry about it
then better to use your anger on other things. (Interview 1 1994,TU:414;
Interview 2 1996,TU: 503-505)

JOSIE: If you get yourself too uptight ... it really spoils life (pause).
Sometimes you've just got to let things slide because there is really
not a lot you can do about it so you might as well have a wee
grump about it and then just go on with [it]. (Interview 2 1996,TU:197)

While resignation may be one way of coping, it has other consequences. Both
Lynne and Maggie, referring to different examples, discussed the low morale of
kindergarten staff over this time. Lynne spoke at length about kindergarten
employment conditions and Maggie of feelings of lack of control as more and
more policies and regulations arrive. Both examples are ones where the teachers
felt they have no power to change things:

LYNNE: Lack of money is definitely the biggest issue right now. It's
such a long time since the staff have had anything that looks like a
pay increase and when you've got people like PPTA60 standing up
there saying "We want 21%", which you know they're not going to
get but you know they're going to get a lot more than you're ever
going to shake a stick at. I think the [staff] morale, as far as wages
and conditions go, is really at an all time low. We're so tied up with
bulk funding that it's really impossible for us to see any way of
making any progress. Okay, you can strike. You can get really
upset about it but the money's not there. So it doesn't matter what
happens. The associations can't give you a pay rise 'cause they just
don't have any money at all. (interview 2 1996, TU: 266)
MAGGIE: I think that some [of the] reforms are good. The bad ones
affect your teaching in that you feel hopeless, helpless. You feel
like you're not in a position to change anything. That it's all
happening around you and ... you start to see and feel perhaps
helplessness . That it is happening all around [you]. So it's
happened whether you're into it or not (pause) .... It's just the bad
things that are happening, that is, bulk funding et cetera, et cetera
is happening whether we're ready for it or not. It's happening. They
tell you they're consulting but they're not. They're ... just dictating
and it's just happening .... I think all of a sudden the helplessness or
the hopelessness of it dawns on you and you just get tired of the
fight and you just want to be left alone to get on with what you're
doing but they don't [leave you alone]. (Interview 1994b, TU: 79)

One of the fallouts of feeling powerless was the difficulty in getting teachers
to take action against proposed changes. Maggie demonstrated how hard it was
to keep the collective energy and passion going for protesting when it continues
to turn out to be yet another example of the teachers' lack of power:
MAGGIE: [The teachers] banded together over bulk funding, you
know, and the association banded together about that too and
then turned tail later. We get together in sort of spasms don't we?

60PPTAis the Post Primary Teachers Association, which is the New Zealand secondary school
teachers' industrial body.

And then we fade out. I mean, I s'pose that's good in that sense
you give something for those people to fight against or fight for ....
All of a sudden we're terribly united [edit] but then you know a
month or two after that and everybody's gone back to me, you and
us, again. You know, it's just all separated again. Apathy sets in.
(Interview 1 199413, TU: 77)

In response to tlus sense of powerlessness all eight teachers in the 1994
interviews, and six teachers in the 1996, had altered their ways of tlunking about
their work and the tasks they were or were not prepared to do. Loss of the 'good
will' which teachers often shared within the service was one of these responses.
Where kindergarten teachers had often used their 'out-of-work' time on workrelated tasks (courses, making resources, attending meetings, shopping for
resources, returning in weekends for administrative and cleaning as well as
programme tasks et cetera) these areas were the first to experience cut-backs in
reaction to the increased work-load and feelings of powerlessness. While Lynne
felt ill at ease with this as a strategy she was also clear about what she would and
would not do and why:
LYNNE: I don't spend as many hours at work as I used to and I don't
take on any extra work unless I really want to do it. I'm only going
to courses that I'm really really interested [in] that fit in with my
schedule, that I can get paid for. I'm not prepared to stick my
hand in my back pocket and fork out heaps of money for extras like
I always have, because nobody gives a damn (laugh). So I don't
make the same sacrifices that I would have done a few years ago.
I mean, I would never ever even consider [travelling to another
city] to a meeting at night now and driving my own car in the
winter. Whereas, I would've jumped at that a few years back but
I'm not prepared to do it now .... It's not a strategy that I feel that
comfortable with because I always did use to put in such a lot of
extra time. But that's seen from the other viewpoint, you didn't
have all those other adults in management making you do things
the way they want you to do them and fitting in lots of paper work.
Paper work wasn't really a big deal so and it was always that

creative aspect of teaching that I have really enjoyed. I mean it's
always been my strength, so I've always found that if I don't keep
up that aspect that I find the whole thing gets really depressing so
now I've got to try and strike a balance where I can still give of
myself to the programme and the creative aspects that I really
enjoy but then I still have to stay on top of all the paper work and
blah blah blah. But I will not go back during the weekends to do
paper work, I simply will not, you know, whereas I used to have to
because that was the only way I could get it all done. But now if it's
not finished when I'm ready to go home, well, it has to wait till next
week and that's all there is to it. Whereas I never would have done
that before. I would have stayed until I was on top of everything ...
because, you know, I had to feel that I'd done everything by the
end of the week no matter what it was .... Whereas now, yeah, I
don't do that any more. I just say "Enough, enough. See you. I'm
going home". (Interview 1 1994, TU: 1731183)
Jane shared a similar story:
JANE: I mean I used to be at kindergarten, what three or four years
ago, I'd be there till half-past-five some nights, but I've decided,
NO, I'm not doing that any more now. I will go. Well, I don't set a
time but I mean I don't stay behind. Okay, if it's not done, well,
that's perhaps something that just doesn't get done. I'm not going
to spend till half-past-five. If I need to clean the storeroom out
well , I won't stay till half-past-five. I'll just do it gradually when I've
got time. I found I just couldn't spend the time .... Well ,mainly
because I sort of thought 'cause you just think "I'm not really getting
any thanks for it" and, you know, "Why, why should I do it? What am
l achieving?" Okay, it's personal satisfaction but does it really
matter if that's not done? So it was a case of looking to see what I
stayed behind to do. "Does it really matter if it's done or it's not
done?" (Interview 1 1994, TU: 464)

Theme Summary
This theme has captured the feelings of powerlessness and helplessness that
the teachers experienced over the 1990s in particular, but beginning with the

changes in the late 1980s. The responses which the teachers demonstrated ranged
from accepting the fact that there was nothing that could be done, to taking
control over what they were and were not prepared to do. The consequences for
the kindergarten service was the low morale of staff, increasing apathy for taking
action, and the loss of "good will" which had been an essential component of the
kindergarten teachers informal job description.

CHAPTER SUMMARY
Most of the changes to the kindergarten service in this period (1988-1996 in
particular) were concentrated around administration and management and so
were not seen to be directed towards the children themselves. Many of these
changes were imposed from above - from the macro level of government and the
education sector. Even curriculum change, with the introduction of Te Whikiki,
which was focused directly on the children and had involved extensive
consultation with the early childhood sector (Carr & May, 1993),was perceived to
be implemented from a distance. Thus, the early concerns about the draft
document of Te Whikiki became part of the contexts of the teachers' descriptions
of powerlessness in the face of imposed conditions and expectations. The teachers'
experiences of macro structures presented them with contradictory requirements
and expectations for their work; for example, how to reconcile new
administrative requirements while at the same time maintaining the child and
family contact felt essential to teaching. Constant balancing of these macro
imposed requirements, for example, the sexual abuse prevention polices, against
the teachers' own goals and understanding of children's daily needs, can be seen
to culminate in the teachers' expressions of powerlessness. The teachers
perceived that their own expertise and skills were constantly being undermined
by standardised forms, that there was a lack of flexibility to be able to meet the
needs of the families and communities, and this resulted in increased feelings of
mistrust towards their association, and in some cases the parents of the children

they taught. With all these factors the teachers' feelings about their work
changed dramatically from their pre-1984 teaching experiences. They responded
with the loss of 'good will' towards their work environment, deciding what they
would and would not do in a day. They had increased concern that their
employers did not have the ability to manage the kindergartens or the staffing
responsibilities that went with that, which previous experience with associations
in the 1960s and 1970s before the national appointments schemes, had
demonstrated could be the case.
While the teachers saw the key to their job satisfaction as working with
children and families, the reforms had introduced contexts and conditions which
interfered with this: issues of increased group sizes, maintaining full rolls
irrespective of the needs of the children and the quality of the programme that
could be offered or the availability of kindergarten aged children. The structural
changes in response to bulk funding and devolved management process were
seen to interfere with and, at the very least, break down quality experiences, while
at the very worst place children at risk of harm.
Even if this was all that there was to the stories of the teachers' experiences
of the educational reforms and their day-to-day experiences of teaching, then, not
only would it be a very sad story, but also one could not help wonder why the
teachers were still teaching. The notion of repressive top-down power holds
relevance in the lives of the teachers but so too do other forms of power and the
next chapter addresses how the notions of circulating power gives another side to
the story of these eight teachers' lives.

Chapter Seven

Reworking Kindergarten Teaching: Circulating Power
1984 -1996

INTRODUCTION
'Reworking kindergarten teaching' is how the eight kindergarten teachers in
this study have responded to the education changes. As the previous chapter
discussed, the teachers felt very aware of the pervasive powerlessness that many
of the changes to their service entailed. However, as discussed by Foucault,
power is not only one way - repressive and top down - but power circulates and
moves in a capillary-like action. The teachers' responses and reactions to the
education changes demonstrate clearly that they were not totally powerless, nor
reaction or actionless. Indeed, the teachers' responses and reactions to the
changes varied from situation to situation and often drew on their individual
aspirations as a teacher, their communities, their teaching teams and their overall
teaching goals. This chapter discusses the teachers' experiences of the power or
powerlessness of those they worked with, and for, their own use of power, and
their particular strategies in response to the changes and their perception of these
changes.
The teachers' responses are grouped under three themes in this chapter:
1)Taking a position;

2) Like crabs in a bucket;
3) Taking action.

It is important to note that, at any one time, a teacher could be positioned
within any or all of the above themes depending on the issue, the particular

refom, and the other events occurring in her life. For example, while she may be
taking action over one issue, for example, supporting parents to campaign against a
children's television programme, she may be feeling 'Like crabs in a bucket' coping
with the division amongst teaching staff as a result of the new competitive climate
for kindergartens. Thus, the teachers' actions and reactions demonstrate the
constant circulation of power, and the teachers' differing positioning within
competing discourses as they experienced their daily lives.

TAKING A POSITION

Whilst ... it was a good concept to get everybody, you know, all
early childhood reaching some sort of a standard - it's a shame
that it's been used to pull ... standards down. Elizabeth
As the previous chapter demonstrated, the teachers were very aware of the
changes that the new education, economic and social policies of the 1980s-1990s
had made to their day-to-day teaching environment. In this theme, the teachers
articulated their awareness of the issues surrounding, and the effects of, the
changes and discussed the decisions that they made in relation to these changes.
The stories by the teachers centre around a 'taking of position' with regard to the
new situations in which they found themselves working in both the macro setting
of government and education policies and in the micro settings of their individual
kindergartens.
Looking at the education changes overall, both Elizabeth and Maggie
discussed the contradictory outcomes of all the changes from the original
intentions of the Meade Report and other early childhood research
recommendations.

ELIZABETH: Some things are good things to deal with and some
aren't 84 '85 were definitely good things to live with (laugh)61. And
then it kind-of went down (laugh). But, you know, I mean the Meade
report came out and everybody thought "This is great. This is
something positive. This is going to lift the standard of education".
That's what it's s'posed to do and I'm sure that's what everyone
wanted it to do. But, the reality is that because they had that one-to15 minimum [teacher-child ratio] in there ... us who are in our one-to13 are having pressure put [on] us to meet the one-to-15 or otherwise
you're going to lose a teacher, or 45/45 rolls .... To me that is just
totally against what 'Education to Be More' is all about. I mean those
were minimum standards. I mean minimum is something that, you
know, you have to meet but you should be trying to make better, as
far as I'm concerned. Whilst ... it was a good concept to get
everybody, you know, all early childhood reaching some sort of a
standard - it's a shame that it's been used to pull ... standards down
(pause). (Interview 1 1994, TU: 187)
....I

MAGGIE: Our education system is crumbling. That's dreadfully sad. So
that reform [bulk funding], if you wanted to call it [a reform], to me is
a real black area - real black day in New Zealand. I can't see why
they can't see it's failed everywhere else in the world. So why are we
doing it? .... We're in the situation of possibly losing a teacher
because we can't stuff 44 children in. They're not there to stuff and
even if we did have them to stuff - 44 three years olds - you know,
Lillian Katz, who was here relatively recently stated categorically
that large group size is not conducive to good learning. The Roper
report62 '86 was it? '86? has been filed in the too-hard basket. That
working party [Early Childhood Advisory Committee163 that had to reElizabeth is referring to the first two years of the Fourth Labour Government when early
childhood education was receiving support and the future was looking promising for early
childhood. See Chapter Two for a full discussion.
62 The Roper Report (1987) was named after the Chair - Sir Clinton Roper. This report was to
the Minister of Justice containing recommendations for reducing the incidences of violence and
violent crime in New Zealand. The recommendations which Maggie is referring to above are:
"That there be an immediate increase in the length of training for kindergarten teachers and
child care workers; that there be equal status for teachers in the total field of education; that
realistic teacherlchild ratios be provided in centres and kindergartens; and that adequate and
equitable funding of early childhood services be provided " (New Zealand Committee of Inquiry
into Violence, 1987, p. 20).
63 This working group was an early childhood training advisory group which had been set up by
the Qualifications Authority but in 1994 was "sacked" and replaced. The reasons given for their

convene three times with three different groups of people until they
said things that the Government wanted, you know. All those socalled reforms are all the negative side. There's been good stuff for
accountability - the charters, the uniformity of conditions of services
and protection for children. All that's good, you know. The ethics
committees that are being set up about child abuse legislation et
cetera. That's all good stuff you know. So it has been good but the
bad is the bulk funding which has starred above everything bad and I
just see the rot spreading, which is a shame. (Interview 1 1994, TU: 135)

One way which several of the teachers had become aware of the wider issues
involved in the processes of change and reform, was by being involved in
representative roles for the kindergarten teachers. Maggie, Elizabeth, Nikki,
Lynne and Laura had all played various teacher representative roles over the late
1980s and early 1990s at employer and union levels. Through these roles, they
had been able to see policy and management changes at first hand. Elizabeth had
found that her years of being on the union helped her work with the changes as
they arose:
ELIZABETH: I think probably my union background has given me ideas

about what is good and what is bad, you know. You've had the sortof doctrine (laugh)given to you for many years. I suppose whenever
something comes up, and I mean often you don't see things and say
immediately "I don't like the sound of that" but you get together and
you discuss it, especially at union meetings, and discuss things and
you think "Oh yes, that's not too good". And I mean that was probably
a lot more in the early '80s - I went through that process a lot more but because I've been through that process a lot of times now I can
pretty much decide for myself what's a load of rubbish (laugh). So
you just look at things and you immediately pick out things that are
silly and a waste of time and things that are downright dangerous which some of them are you know. You just see the way
kindergartens are being valued and you think "Oh well, here we go
again. What else are they going to chip away at?" .... But when things
come in you might read them and think "Oh Lord, that's just so stupid",
replacement was "because the members could not agree after two years what qualifications
should be developed" (Wellington (PA), 1994).

you know. Then you'll try and do something about that, but other
things you just grin and bear it and other things you think "Oh well,
that's probably going to be a lot of work". Like even when Te Whiiriki
came in, and it wasn't that I was against Te Whsriki. I thought it was a
great thing to finally have something written down that actually
validated what we were doing ... but when that came you still think
"Oh, it's a lot of work". It's a lot to sort-of take in and digest and start
to actually use in a meaningful way. But once you start doing it it just
makes your [teaching] more meaningful and it's a good framework
for everything you're doing. So in the long term it's actually a really
good thing to have but when it first comes you think "Oh dear, here
we go again" (laugh). (interview 2 1996, TU: 65)
While these five teachers had heightened awareness of the issues involved
in all the education changes, as they related to the kindergarten service, there
were also two distinct consequences of this: on the positive side they had become
aware of how strong united teachers (and by inference women) can be and had
taken on leadership roles with their colleagues; but on the negative side, it placed
them in difficult positions with their employers due to conflict of interests or just
the stress and pressure of the representative role and increased their worries
about all the changes:

Elizabeth: Well being to the fore in the union right through has sortof put me in the firing line a bit. But, you know, that's been my choice
.... I mean I was putting extra time of my own into it but, at the same
time, you know that you're doing things that are directly going to in
the long run benefit what's going on in the kindergarten. I was on
National Exec64. I was on Appointments for three years. And then I
was on Staffing for three years. You're fairly confrontational right
through really and probably a lot of teachers didn't really know some
of the things that were going on because they weren't coming faceto-face with those people. But if they had been would have been
horrified (laugh). So probably because I've been in that situation, it's
Elizabeth is referring here to : National Executive of the Kindergarten Teachers Association
(the teachers' union), Appointments was the local teacher appointments panel under the
National appointments scheme, and Staffing refers to the association staffing committee which
oversees employment issues.
64

made it worse but (pause)whereas if I'd just been sitting along in my
own little kindergarten not letting anything rock me too much I
probably would have been all right (sigh). (Interview 1 1994, TU; 136)
When asked about her positions on kindergarten staffing committees, and as
a representative on association committees, Maggie felt that this involvement,
while it had not directly touched her day-to-day work with the children, had
changed her views on the management of the kindergarten service and
individuals within it immensely and she had positioned herself within the service
quite differently as a result:
MAGGIE: It has changed my attitude towards the system and people
in it. Seeing them in a different light. Some people who I might have
been (pause),oh, I wouldn't go so far as to say in awe of, because
over the years you sort of lose that, but perhaps held them in esteem
because of their position. Seeing them in a different light changed
all of that and so I lost that sort-of hierarchical feel about some
people because of their role that they played in the staffing group
(pause)which didn't always sit where I thought it should. They didn't
always do what they should, I felt or [they] bailed out, you know, or
left things high and dry, or just didn't do things. So I think it's changed
my attitude towards people within the system and the system itself
because I saw anomalies within the system and inconsistencies and
sometimes just downright personal aggression towards people .... So,
no, it didn't change my teaching style of what I do but it changed my
attitude towards the system and how I think and perhaps treat it.
(Interview 1 1994, TU: 191)

This involvement left Margaret, Elizabeth, Nikki and Maggie particularly
concerned about the new management, administration and employer
expectations for associations, particularly with the introduction of bulk funding.
They discussed the potential use and misuse of funds, especially for associations
who may not have the expertise to manage such large sums of money; the
increased workload which was acting as a deterrent for associations to gain new
members and change the balance of power in older established associations, and

the new necessity to pay officials in the association to carry out the tasks65 monies being taken out of the bulk fund for this purpose. Elizabeth sums the
issues:
ELIZABETH: I mean the old associations are always a bit of fly in the
ointment but I think if the bulk funding was gone that added power
would be gone and the added work load on them would be gone
and hopefully that would mean that more people would become
involved rather than at the moment they have terrible trouble
getting people on the association because it's a huge commitment.
It really is. I don't envy them at all .... I mean you do wonder what they
get out of it. Why they do it? Why they would ever want to do it?
(laugh). (Interview 1 1994, TU: 179)

Another observation of all the eight teachers was the 'position' which was
expected of parents within the changed administration structures versus the
actual outcomes for parents. One of the objectives of 'Before Five' (paralleling
'Tomorrow's Schools') was to involve parents more in the management and
governance of early childhood centres. Historically, however, the kindergarten
service had always had high parental management. This had been at the
association level and at the committee level for individual kindergartens
(fundraising and maintenance). Interestingly, the education changes for increased
involvement and responsibility for management requirements, the changed
funding arrangements, and the resulting increased workloads on parent
volunteers all occurred at a time when there were fewer volunteers available
(Early Childhood Education Project, 2000). This has resulted in a discrepancy
between what was envisaged in 'Before Five' and what subsequently became
possible. Throughout the teachers' stories, problems due to the lack of available
and willing parents were apparent at both association and committee levels. At
the kindergarten committee level, turnover of parents, and the effort involved in

65~raditionally,
positions on associations have been on an unpaid voluntary basis, with a few
exceptions.

filling a committee with willing parents, had become an increased stress for the
teachers and placed the teachers in a new position within their kindergartens.
Lynne found that a combination of factors made the concept of parental
management, rather than just involvement, to be an unworkable model for her
kindergarten. Firstly, social changes such as the age group of the children starting
at the kindergarten meant that the children were not attending for as long so the
parents did not have the same time commitment to the kindergarten. Secondly,
employment changes, particularly for women, meant that more mothers were in
paid employment and also there were fewer parents from one-income families
who financially could afford the extra costs associated with voluntary work, such
as petrol. Thirdly, the increasing level of voluntary work required at many levels
from Munket through to schools often meant that parents had either experienced
the processes already and had their fair share (burnt out already) or were already
committed elsewhere. Fourthly, the lack of training and support for the role of
management which, when combined with the increased accountability and
responsibility management decisions, left the parents feeling 'out of their depth'
and 'unsupported'. All these factors led to a difficult position for a head teacher,
expected to work with parent committees, to keep the kindergarten functioning.
LYNNE: Two years ago you [would] have [a] committee that would
stick around for couple of years - the core members. Now, because
the families are getting smaller and there's bigger gaps between
each child, someone might come and stand on a committee for a
year. But then rather than staying for their second and third child
they'll have a year or two off and then come back on when that next
child comes on. So you lose all continuity. So I find that basically
you're turning over a complete committee every 12 months virtually
and ... another new thing that's happening is people will now leave
when the child leaves and moves to school; whereas before they'd
always serve a year so now they turn over every year. But then
usually have another turnover half way through the year so whereas
you might start off with 10 you'd maybe lose five of those by July.
You'd limp to the end of the year, lose everyone else and start afresh

so there's no continuity whatsoever so the teachers' workload is
(pause) just quadrupled overnight. (Interview 2 1996, TU: 278)

Nikki, however, was often surprised at the parts of the reforms which the
parents did appreciate and involved themselves with:
NIKKI: Sometimes it may be, oh, I hate to say this - ooh bite my tongue
for this - but maybe the Government is perhaps right. The parents do
want to have some sort-of say. Well, they don't really want to have a
say, they want to have a knowledge of what is happening probably a
lot more than they ever did before but I don't think they want to have
as much an input as they, the Government, thinks they do. (Interview 1
1994, TU: 438)

Nikki gave her monthly teaching reports as an example where the parents
do want to know what is going on:
NIKKI: I mean years ago when you wrote a committee report, you
wrote a committee report that said "This is the number on the roll. This
is the waiting list. This is what we've done for parent contact - five
parents on home visits. We're planning on going on a trip to so-andso place. Can we have some money for that? We want to buy this
and that's it". Now all of a sudden [it's] a lot more than that and it's
not just the half a page report or a page report. It's a seven page
report or a five page report but you just sit down and do it (pause).
First one I even wrote I can remember saying quite clearly to this
parent "I don't know why I'm bothering 'cause nobody's really
interested in reading it" (pause) and this parent who was the least
person I expected turned to me and said "Oh, I'd like to know the
educational reasons why you do all this stuff". Ooh - and she was the
least person not somebody who came to kindergarten and read our
plans or did anything but she was interested so.
Judith: So you've thought of your reports in a different light since?
Nikki: I have, yes, and I've certainly changed the ones that I've given
to committees . The first one was seven pages long, under the new
system, in which I talked about the educational purposes and the
reasons why we had set about doing two or three projects that we'd

done prior to this meeting that were leading on to the new ones - so I
thought I'd better say the reasons - and that, yes, we have achieved
this and this. But we hadn't achieved that and the reasons why we
probably haven't achieved it. I then went on to say "Now this is what
we're hoping to do in the future and these are the reasons why we're
going to do it" (pause)and then somewhere at the end I said, you
know, what I needed and what I didn't need (pause). I had said right
at the beginning 'This is the new format. This is the new report. I'm not
quite sure whether you really want to sit through and listen to this but
you don't have any basically any choice" and that was it (pause).
Well at the end of the meeting they all said "Oh thanks very much it
was really good knowing all about this" and yeah so I was quite
amazed, quite amazed. (Interview 1 1994, TU: 424-426)

Thus, the teachers' experiences demonstrated that while parents were willing and
wanting to have more understanding and knowledge about their child's early
childhood education experiences, they were often unavailable and unable to
position themselves in the managerial and administrative model that the
education reforms had structured for them.
Theme Summary

This theme has discussed the contradictory positions which the teachers
and the parents have been working within since 1988 with Before Five and the
resulting legislation and funding changes. While the intent of Before Five was to
improve standards across early childhood the teachers argued that it had worked
to drag down kindergarten standards. Likewise, the teachers who positioned
themselves to be involved in the wider organisational side of teaching found that
while they had a better understanding of the issues and were in a place to work
actively for teachers, it placed them in conflict positions with their employer
associations and often the other staff.
Parents were offered conflicting positions also. On the one hand they were
being encouraged to be involved (indeed legislated to be involved), however, the

wider economic and social changes which occurred in New Zealand during this
time left many parents in positions where this had become impossible. Despite
this, the teachers felt that the parents did wish to have more information about
their child's experiences and to understand about the early childhood programme.
Consequently, the teachers worked hard to support this aspect of parental
involvement.
These often contradictory positions, experienced by both teachers and
parents alike, lead to the next theme, where some of the positions taken by the
kindergarten teachers were identified to work against any collective attempt for a
unified lundergarten service in the face of the changes.

LIKE CRABS IN THE BUCKET

If's like the crabs in the bucket. You know, as soon as one gets
to the top fo get out to make things better - go and look for
something better, instead of the others pushing them out and
saying 'You go and check it out and then come back and help
us", they'll drag them back in again because fhey're afraid of
somebody getting ahead. ~aggie66
The 'like crabs in a bucket' analogy67is a powerful image which captured
the feelings of Maggie, and reflected those of the other seven teachers, when they
described the climate of division and competition which had been introduced into
what had previously been felt to be, a collaborative and collegial teaching
environment. As a response to this the teachers, within their own kindergartens
The image of 'crabs in a bucket' is familiar to generations of New Zealand children who in the
summer would collect crabs and transport them in buckets to their homes, schools or back to the
beach the following day. This may no longer be the case as environmental issues encourage
children now to observe the crabs in their natural habitat rather than removing them.
However, for Maggie who thinks using images and pictures, this is a particular powerful image
that portrayed her feelings about the kindergarten teaching relationships at that time.
67 This reference to crabs in the bucket refers to an image, also well described by Wilson (1973) in
his study of English speaking African Carribeans, "that of a number of crabs who, having been
placed in a barrel, all try to climb out. But as one nears the top, the one below pulls him down in
his own effort to climb. Only a particularly strong crab ever climbs out - the rest, in the long run,
remain in the same place." (p. 58)
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began to put the needs of their own centres, and their own jobs, ahead of
working together for all the kindergartens in one association or nationally around
the country. As Maggie's quote demonstrates, the climate had become 'like crabs
in the bucket' where teachers who tried to 'take action' were often unsupported
or treated discriminatively by other staff and employers. The teachers in this
study identified how the division and competition worked against any chance of
combined efforts to improve conditions or change policy directions. Thus, the
perceived reactions to these changes in the service did not draw teachers together
but, instead, they used strategies which, in effect, added to the division.
However, it was not as straightforward as this may seem, because the teachers
worked hard on resisting the pressures to change the way they worked in their
own teaching teams. It was when the survival of their teams, kindergartens, or
their own jobs became the issue, that the competitive element between
kindergartens raised its head. An example of the teachers resisting this
competitive element can be seen clearly in the way that the teachers discussed
how they chose the ways they liked to work (see the following theme). In
contrast to the teachers' early teaching experiences, which had not always been
rosy, during their teaching years the eight teachers had developed styles of
working which were based on team work, collegial support, and non-hierarchical
management and responsibility systems. These ways of working had, however,
come under threat in the period of this study. This changed educational climate
(see Chapters Two and Three) included: new standards for funding and financial
accountability, more individual accountability and responsibility for where the
'buck stopped', new roles for administration and supervision, new requirements
for kindergartens to be stand-alone financial viable units, threats to teachers' jobs
with falling rolls, and 'equal' rather than 'equitable' funding policy based on roll
numbers. These all placed kindergarten teachers' working relationships in a new
context. While the ideal, for the eight teachers in this study, had been team work,
not only in one's own kindergarten but across and between kindergartens, their

experiences were falling short of this ideal by the 1996 interviews. Another
difficulty, which was contributing to this, was the development of new roles for
senior teachers. The teachers' experiences of a more s u p e ~ s o r yand less
supportive senior teacher position had added to the divisions and conflicts
amongst staff and between kindergartens. This occurred despite the fact that the
teachers had not always had positive relationships with their senior teachers in
the past.
Where the 'buck actually stopped' began to affect teachers' relationships
during the early to mid-1990s. When the education reforms changed the nature
of accountability and responsibilities for teachers, this became a main source of
dissatisfaction in the teaching relationship. No longer was it so easy to maintain
team work relationships with all the tasks and responsibilities being shared, when
a head teacher could be held individually responsible for any discrepancies in

administration68. However, despite this increase of accountability and the risks
associated with being the one held responsible, the teachers were working hard
to maintain this sense of 'working as a team'. Jane, in 1994, summed up how this
worked in her kindergarten where they tried to maintain a balance between
teaching responsibilities, while administration accountability rested with Jane:
JANE: We do work really very much as a team. Like [teacher] chairs
the staff meeting. Well, when I say chaired I mean she led the staff
meeting today so we take turns in a lot of those things. But all our
planning's done together ... so we tend to like to do those sort of
things together .... I believe quite a lot in team teaching. Okay, I'm
the head teacher. It falls back on my shoulders but that still doesn't
mean that I think I have to take on everything. The waiting list I mean
is mine. Well, I like to keep tabs on the waiting list but I discuss them
with [teacher], who's coming in and what's happening but that is one
area that I think that, you know, one person handles. But other than
that we share everything. (Interview 1 1994, T U : 470)

68 The teachers were all aware of a reported story that a kindergarten head teacher in the

North Island had been fined $10,000 for incorrectly entering roll attendances.

Nikki had been working to resist the pressure to return to a hierarchcal
relationship in reaction to these changes but was still very aware of the fact that in
the changed climate she was putting herself at risk:
NIKKI: I have to cope with that not only does the buck stop with you,
but you've got to trust that other person, in that sometimes they will
make decisions and you feel they should have asked you (pause) ....
And I can see why tensions happen in some kindergartens when a
staff member makes a decision that the head teacher feels that it is
her right to make that decision. I mean, ultimately it lands on your
plate but you've got to trust that that person knows what they are
doing. (Interview 2 1996, TU: 103-109)

The pressures on teachers to maintain their kindergartens as viable standalone units was another of the changes which introduced new conflicts and
tensions between staff and amongst kindergartens. The bulk grant funding and
the resultant accountability mechanisms had introduced new practices for
kindergartens. The need for each individual kindergarten to be an independently
financially viable unit had led to increased roll and group sizes to ensure sufficient
revenue for the kindergartens to continue to operate. One way to increase the
roll numbers was to advertise and ensure as many children as possible were on
the kindergarten's waiting list. However, a consequence of this change, which the
teachers identified, was an increase in competition for children between
kindergartens which ignored the fact that the children were either simply not
available or their parents were choosing to use other early childhood centres, or
reserving their decision till later:
MAGGIE: It's all very well to say put your rolls up but the children
aren't there. Times have changed. Mum's not at home knitting bed
socks, making scones in an afternoon. They're all working, you
know, studying, or both in our case, and they're naturally taking
options. So a lot of our people will put their name on our waiting
list but they're childcare [currently child is in full day care
elsewhere] and may not want their place. Or most of them want a
morning place. They don't want to muck about with the

afternoons. So our waiting list isn't a true indication. So we've
done everything we can. We've sent out questionnaires to
everybody on the waiting list asking them what their intentions are.
We've asked them to make a decision. We've canvassed right
throughout [name of town] which could put other teachers' backs
up because we're actually looking on their territory. Tried to drum
up new enrolments. We've done everything we can to keep our
rolls up .... It's kind of dividing and ruling because you're plugging to
get children from anywhere, which could be poaching from
somebody else who's having trouble keeping people as well. That
goes down a treat. (Interview 1 1994b TU: 16)

Teacher jobs, as well as the viability of their kindergarten, became tied to
the need for full rolls. As Maggie describes, a 'divide and rule' suddenly came into
play which had not been previously experienced in the service. This divide and
rule was between kindergartens as well as amongst staff within kindergartens.
MAGGIE: Now it's hit us personally that we are in danger of losing a
teacher because we haven't got enough bums on seats. So it makes
us feel responsible for each other's jobs, you know. We still cannot
keep our afternoon rolls up and now we're in a situation where our
three teacher team's to be dropped to 2.6. You know, that puts a lot
of stress on staff. Who's going to be the lucky one? And also, you
know, as head teacher who do you support? If push comes to shove
what would they do? Would you both apply for the same position?
And as head teacher? Have to write a referee's report for both
people? ... That happened at [name of kindergarten] with [name of
teacher]. The letter [head teacher] got from the association - very
badly worded too - read to me that, you know, it's a shame [name of
teacher] that your kindergarten doesn't have enough children.
Terribly sorry. So you're feeling responsible for your colleagues' jobs.
(Interview 1 1994b TU: 16)

Elizabeth described this 'divide and rule' in the kindergarten service in the
context of conflict between kindergartens with different roll numbers. The
pressures on teachers between those with 30130 rolls and those who accepted
45/45 rolls divided the staff in Elizabeth's area. She saw it as a direct result of the

bulk funding pressures where some teachers could see no other alternative for
keeping their kindergarten viable and operating:

ELIZABETH: I suppose if a kindergarten's received a third teacher under
bulk funding they probably think it's a good thing. But, the reality is
that under the old PSU69 scheme, if that had been kept going, they
probably would have had a third teacher long before. You know, if
that had kept going they would have had a third teacher five years
ago because there weren't that many kindergartens to still come in
under that scheme. And if it had just kept going gradually at 50
kindergartens a year they would have had their third teacher and
their 40140 rolls. So there's an alternative. I'm afraid bulk funding
doesn't stack up too beautifully (laugh) .... Now, you know, when
you're in a 40140 kindergarten with two teachers that sounds pretty
damned fine and it's hard to resist. But I mean I haven't talked to
[name of teacher in another kindergarten who accepted the larger
group size] on the subject but I know [name of a teacher] at [name
of another kindergarten] said they went for it because that was their
way of getting a third teacher. But, she says, there's huge problems in
having those five extra children on the roll and, you know, she really
sees now that it actually was detrimental. But at the time when it
was happening the staff in that kindergarten were loud and clear
that they thought that was a good option. So, you know, it's hard and
it's sort-of set ... one lot of teachers up against another - the three
teacher 'haves' and the two teacher 'have-nots' up against one
another - and it was very confrontational and that. But, you know,
now we've only got four (I think that have actually raised their rolls)
but certainly some of those ones that have don't see it as a positive
thing but (pause). I certainly don't want to do it (laugh).(Interview 1
1994, TU: 246-248, 255)

Margaret talked at length about the decision her teaching team made to
increase their roll numbers and gain an extra teacher, despite the negative
opinions of their colleagues in other kindergartens about increasing group sizes:
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MARGARET: It's been quite difficult in many ways (pause) .... Well,
we increased our roll to 45. Getting a third teacher. The
kindergartens that have three teachers and had 40 children made
such an almighty fuss about having to take an extra five children
(pause). It was unbelievable it really was. And, you know, we were
only too happy to. Oh, that caused a bit of controversy. Actually,
you know, because we were actually happy to take the five extra
children but you see we gained a teacher and it was I mean it's
much much better for the children. Like this next term ... our
average attendance in the afternoon probably [is] somewhere
like between 40 and 42. (Interview 1 1994, TU: 324-3261

By 1996 the rolls in Elizabeth's kindergarten had been increased to 43 / 43
and the 'divide and rule' over rolls and group sizes amongst the kindergartens in
her area had increased:
ELIZABETH: You know, I mean that has been an issue amongst
teachers. Still it hasn't gone away and it won't go away because ...
now there's almost a 'them and us' situation between 45/45
kindergartens and 30/30 .... But, you know, things like that cause a bit
of ill feeling when people who have got problems of their own can
see that their problems aren't getting the same attention. But the
association have actually stated that they want to keep roll flexibility
for all kindergartens so that if kindergartens are under stress for one
reason or another that they can actually be able to not have their
roll full and things like that. So they've said that that's one of their
aims and that's always one of their arguments when we say we don't
want to work the full number of sessions . "Oh, but if we want to keep
roll flexibility we need to do this." But, you know, when you're being
told that and your kindergarten hasn't been given an inch as far as roll
flexibility you feel a bit fed up. You think "Well, those who are getting
all the flexibility can work all the sessions"(laugh). (Those of us poor
mugs who are working all the sessions and not getting the flexibility
(laugh)). So you just get a wee bit peeved but it's probably not very
magnanimous of me, is it? (laugh) I should be looking at the bigger
picture (laugh). (Interview 2 1996, TU: 159, I 66)

In the smaller associations, this tension became even more obvious between
kindergartens perceived to be subsidising or financially 'carrying' the others:
LYNNE: There's big problems. We only have one 45/45 kindergarten in
our association. The other two are 30130's which I still think, and I think
most staff would think, is the most beneficial group sizing ratio, but
they don't make money. In fact, they're not financially viable. So if
you've got an association with two 30/30fs and one 45, it makes it
very difficult. Also, those people in the 45 community know that they
carry the other two kindergartens and now that can be a wee bit
dicey from time to time. [interview 2 1996 TU: 79-81)

Decisions made from afar, removed from the day-to-day experiences of
the kindergartens, ignoring the advice and knowledge of the teachers contributed
to the dissatisfaction and divisions among the eight teachers. Funding polices
written and implemented from association, as well as government levels, were
identified as removing the keys for improving staffing ratios and addressing the
differing equity needs of kindergartens, for example, differing staff ratios for
kindergartens with children with special and cultural needs, or varying attendance
requirements to meet those same needs. This inability to address these issues
contributed to the dissatisfaction among the differing kindergartens. Elizabeth
who, had been involved in the fight for three teachers in every kindergarten
under the PSU scheme, and Maggie who had three teachers for the special needs
of her kindergarten children, were finding the blanket funding policies all very
'unfair':
ELIZABETH: I mean, it's just the thought that we fought so long and so
hard to get three teachers in kindergartens. Now when, you know, lip
service has been paid to improving conditions and improving
teacher-child ratios that those of us who actually did manage to get
in under the old PSU scheme are actually being disadvantaged.
What we had achieved is actually being taken away. Equity is the
issue. I mean, you know, there's been no thought about the fact that
[in] certain areas those children need to be at kindergarten for
longer and that it's really important that they are. But, you know,

every kindergarten's been treated the same and equity [is] just a non
issue basically, you know. (Interview 1 1994, TU: 240)
MAGGIE: We were given a third teacher because we had a high roll
turnover and a large number of children with no English - which is still
the case but we're being threatened with the loss of a teacher
because we haven't got enough bums on seats. So what happened
to special needs? They've, you know, the quality angle of it is out the
door. It's money .... So yes, some of the reforms, as you say, on the
grass roots level working with the children are good but the umbrella
bulk funding which creates (pause) the environment that we work
within, because of the money, is just killing it. (interview 1 i m b , TU: 13)

This 'equal' allocation of resources between kindergartens continued to add to
tensions between kindergartens.
MAGGIE: Then you've got the two teacher kindergartens saying that
they're being told that they're hard done by because of us lucky three
teacher kindergartens. And then if you want help in a three teacher
kindergarten with a particular child you're told "Ah well, tough.
There's three of you. Aren't you lucky?",you know, "Get on with it" ....
Then you've got others who cry poor [who] have got money in trust. In
invested funds too. So it's sort of all almost divide and rule, you know.
Them and us. Which is a shame. And then you've got some
kindergarten or one kindergarten out there with three teachers
running at 40/40. Now I've heard people saying "Well, how come they
get to do it?", you know, that sort-of thing. Then you've got the latest
where they've voted to split the grant money equally between all
kindergartens. Not based on roll numbers. So you've got a
kindergarten with 45 children with all those extra families, all those
extra children, using the equipment and the building et cetera,
getting the same amount as a two teacher kindergarten with 30130.
Because we were in a minority [45/45 rolls] you know there wasn't
much to say about that. Of course, all the two teachers of 30130 think
it's great and, you know, fair enough. Can see their point but it's not
great for us. (Interview 1 1994b, TU: 17-19)

ELIZABETH: I mean, well the association pay lip service to equity but
their idea of equity was treating every kindergarten the same and
everybody gets the same amount of money, you know, even though
some kindergartens can make $1 2,000 in a day and others wouldn't
even make that in three years, you know. Everyone gets the same
amount of bulk funding handed out to them and that sort of thing, so
really, you know, there isn't any equity at all and some kindergartens
absolutely struggle. (Interview 1 1994, TU: 240)

The Kindergarten Teachers' Union and kindergarten associations combined
campaign against the implementation of bulk funding in the 1991budget had
been a difficult time for teachers and associations. Elizabeth, who had been active
in the campaigns, was saddened by the divisive effect that it had among the staff:
ELIZABETH: We had really good coverage and the education reporter
down here at that stage was really interested and things like that.
But in the long run, it didn't do any good anyway (laugh). So it was an
awful lot of energy expended for nothing really and it sort-of caused
a bit of ill feeling between staff members. There were some staff who
just said "Oh, look, we should just go on strike and stay on strike until
they reverse it" and, you know, those were the ones who had two
incomes and could afford to do that. But, you know, that's not the
reality for the majority of teachers and so there was, you know, in stop
work meetings and that, there was quite a bit of ill feeling, which
wasn't good. (Interview 1 1994, TU: 224)

Maggie, in 1994, could see how the struggle that the associations and
teachers had taken together against bulk funding in 1991 and 1992 had turned
around once the associations had time working with the new arrangements. She
felt that the "rot had set in" and divisions between the association and teachers had
become a reality:
MAGGIE: Sometimes you wonder whose side everybody's on, you
know. We [teachers and association] should be on the same side
but, you know, on the one hand we were fighting against bulk
funding for the association and now they're not prepared to say to
call a halt to bulk funding because I think they quite like the power

in the hand. So you know, we fought with them on one hand and
now it's working against us on the other. And that's going to carry
on affecting [us] 'cause they're going to screw up teaching teams.
They're going [to] screw up kindergartens until they start closing .... I
can see it happening so despite all the good things that have
happened they've been well and truly overshadowed by the
biggie - the big rot in the system as I see it. (Interview 1 i994b, TU: is)

Another difficulty arose in the teachers' accounts around their professional
support - the senior teacher. The roles of, and relationships with, the senior
teachers had changed dramatically over the interview period. While the
relationships between teachers and senior teachers, as individuals, had not always
been positive, even before the changes, all the relationships had become
increasingly fraught as the role of the senior teacher changed. As new
management components for senior teacher work increased, the teachers'
perceived that their senior teacher's ability to support them had disappeared and
that the senior teachers were now the arm of management - removed from the
actual level of the kindergarten teachers. Concerns were raised by all eight
teachers about this changing role of senior teachers. Elizabeth demonstrated
these tensions in an example of how the differences between two and three
teacher kindergartens (30/ 30 roll versus 45 / 45 roll kindergartens) were being
played off by her senior teacher:
ELIZABETH: There's been all sorts of piece meal things going on to try
and relieve that [roll] pressure because some of the teachers have
been kicking up bobsy-die. And I don't blame them saying 'This [is]
just ridiculous. We can't do our job with this number of children". It
causes problems when senior teachers say "Oh well, you know [name
of kindergarten] have got 43 and they do all this and they do all that",
which is all very well except that we have our children for two years
and these people often only have them for two terms or a year at the
most and it makes the world of difference .... And it really is very hard
and I can understand why those kindergartens are under real pressure
and they've been making a lot of fuss but the trouble is that, you
know, the 30130 kindergartens they've got the same ratios (pause).

Different problems. I mean the senior teachers go in and think 'Oh this
is nice. It's a nice quiet little kindergarten' because compared with
45/45 it is. You know, it seems very quiet and serene in comparison
but you've still only got two staff members and that in itself creates
all sorts of problems which the senior teachers seem to forget about.
I can't understand how they forget about it. It's a blimmin long time
since I worked in a two-teacher kindergarten but I remember what it
was like you know. It's just hopeless .... I know that [senior teacher] has
said she thinks the 30130 is the ideal. Well, I would agree 30130 with
three teachers is an ideal but certainly not 30130 with two teachers. I
don't think anything with two teachers is an ideal really (laugh).
'Cause you can see each kindergarten is so different really and I can
see that and it really annoys me when comparisons are made. I know
the senior teachers do it because one of the other head teacher's
has got back to me and said "Oh, they're always going on about
[name of kindergarten] this and [name of kindergarten] that" (laugh)
and it makes me really angry. I think "It's just not fair". How would they
feel if we went to them and say 'The senior teachers in [name of
another town] do that. The senior teachers in [name of a different
town] do that". They wouldn't like that you know. Each person does
their job the best they can to fit the circumstances. They don't need
someone else saying "Someone's doing it better than you are". So it's
enough to get up anybody's nose (laugh). I think there's better ways
of doing things. (Interview 2 1996, TU: 162-172)

Laura's experiences with her senior teacher left her very aware of the
power differencesbetween staff and senior teachers and she felt that the changing
roles of the senior teacher left them unable to meet their original role as a support
for teachers:
LAURA: I've had a very strong senior teacher who I haven't agreed
with, who has manipulated the situation drastically for power. That's
what I don't like about senior teachers - that they are very very
powerful. They can wake up one day with their period and decide
everything that they look at is shit. And that's where you'll end up. I
don't think they should have that power to (pause). And I keep saying
senior teachers are there as support. They are not there as
management. I think the senior teacher team could self destruct. I

would like a bit more choice of who I got for support really. (Interview 1
1994, TU: 205)

The senior teacher position had become a contradictory role and one which added
to a sense of division and competition rather than helping support teachers
individually or as part of a collective service.

Theme Summary
The teachers' descriptions of the changes, which the reforms had
introduced, highlight that while power and decision making had come down from
the top levels of management and administration to the teachers' day-to-day
experiences the teachers themselves had used power among and against each
other in new climates of division, competition and mistrust between staff at
different kindergartens. As a response to the new expectations for hierarchical
management styles within each kindergarten and intense competition for children
and funding between kindergartens, the teachers used strategies for focusing in
on their own kindergartens and their own jobs in an effort both to 'survive' but
also to keep some satisfaction and enjoyment in their own working environment

- hence, the importance placed on the teaching relationships within each
kindergarten while the wider relationships between kindergarten had begun to
break down (see next theme). C o d i d had also arisen with the changing job
description and roles of the professional support teams (that is, the senior
teachers) and this was seen to add to the problems the teachers were experiencing
with the new management structures and division within the service. Instead of
the collegial support which the teachers in this study had engaged in previously,
there was a general feeling 'like crabs in the bucket' they were being dragged
down by the changes to the system and the competition and conflicts which they
were experiencing in relation to other kindergarten staff. Instead of working
together for quality across the kindergarten service, they were all being pulled
down by financial and managerial concerns.

MAGGIE: It's like the crabs in the bucket. You know, as soon as one
gets to the top to get out to make things better - go and look for
something better, instead of the others pushing them out and saying
'You go and check it out and then come back and help us', they'll
drag them back in again because they're afraid of somebody getting
ahead. And that's sort of is the way it goes. You get in a meeting and
everybody naturally forms into their own little teams. 'Our
kindergarten'. Everyone refers to their kindergarten - not the whole
thing. (Interview 1 1994b TU: 19)

Ths narrowing down of the teachers' focus to their individual kindergartens and
their individual jobs meant that working together to resist policy changes which
went against improved practices for children, or to promote quality ratios and
group sizes, had become difficult, as summed up by Maggie's quote. Working
together with employing associations over resisting bulk funding had
demonstrated to the teachers how this had been a wasted effort and increased
mistrust between associations and teachers. Having to focus in on one's own
survival meant that working together to resist changes, or for taking risks to
work on alternative discourse and solutions, was no longer a normal experience.
Rather than working together to demonstrate that bulk funding did not work,
employers and kindergartens were struggling with each other over who got what
out of what was perceived to be an inadequate bulk funding amount.

TAKING ACTION

You['w sort-of going from being passionate about one issue to
be[ing] passionate about the next issue to being passionate
about the next issue until you're exhausted (laugh). But at least
you've had your say, and, you know, I think that that's the thing
- that as long as I feel that I've done everything in my power to
effect change, if it hasn't worked, well, at least I've fried.
Elizabeth

'Taking Action' introduces the teachers' stories of action. It identifies and
discusses how teachers have used and applied power in some of the very same
situations which have already been discussed in this thesis, as well as in some new
situations. In these stories, the teachers have used their positions, their beliefs,
and their passions to bring about change either in their own kindergarten, to
support their parents and communities, or to find a 'place' for themselves so that
they can continue to teach and gain satisfaction among the turbulence of the
changing times. This theme demonstrates the action and reaction the teachers
actively undertook over the period 1984-1996.
To begin with, the teachers did not see all the reforms or changes as
negative. They actively positioned themselves as positive towards various
aspects or particular changes within the broader reforms. This often meant that
the teachers could see both the positive and the negative aspects of a change, or
that once they could see valid reasons for the change they were able to view it
more positively. For example, Maggie could see both the positive and negatives
involved with increased consultation with families.
MAGGIE: Consulting with parents - I think that is good. You've got to
be very careful how you word your consultations though. I mean,
you've got to offer the right choices otherwise you're going to get
the wrong answer aren't you? W e can't have that, you know (laugh).
The good stuff is the accountability and empowering parents - up to

a point, that can be dangerous too in some areas.

(Interview 1 1994b, TU:

29-3 1 )

Likewise, Laura, could see how the reforms, which had an objective of
empowering parents, was a positive thing, but could also be "pretty scary" for a
teacher. However, Laura had positioned herself to accept that it was a time to
reflect on her teaching philosophies, and her place as a teacher, as well as an
opportunity for the service as a whole to be more accountable and realistically
justify what it was that kindergartens could offer children and families:
Laura: I think that (pause)we are inclined to think that we know best
.... And some things we do know something about. Like, I mean, we do
know that free play is the way to educate children, you know, but we
have to be able to substantiate that and explain why (pause). Like
why we don't sit them all down and teach them 15 times table. I
mean we have to be able to explain that. But as a mother - I know
my child better than any of their teachers have ever known them, or
ever will. I do know them better (pause). So how dare some teacher
be arrogant enough to think they know what is best. So the reforms
have empowered parents enough to know that they can admit that
they know their children better (pause)than you or I do. We may
have always listened before but now they know they've got the right
which just gives you a bit more confidence as a parent (pause). [But
as a teacher on the other side] .... you can be a bit scared. I mean for
all that ... now that there's rights. Before when you were just being,
you know, could be quite patronising about it saying (pause) ... "Well
,we listened to you", whereas now that we can know that they can
demand their rights and things it's actually quite frightening. 'Cause
we have to be far more accountable. We have to be showing that
we are listening to what they're saying (pause) and doing something
about it (pause). It's the accountable bit really. We have to show
that we're doing it. (Interview 1 1994b, TU: 42-44)

Nikki, in contrast to most teachers' comments relating to the Education
Review Office, could see a value in the review process for offering positive
e
she felt had become quick to fault and slow to praise:
feedback in a s e ~ c which

NIKKI: They reassure us that what we're doing is right. That we're
achieving what is expected for us to achieve (pause). I think that's
positive because the profession in which we live or work, probably
both really, is not a good profession for saying "Well done. Pat on the
back. Great job". Very, very quick profession for saying "Oh, wouldn't
she make a fool of herself there" or "She's hopeless. She can't do [a]
music lesson". Very easy to pick faults in kindergarten teaching rather
than actually give a reward or say "Well done. That programme was
great". To me criticism, as long as it's constructive, is always
valuable. (Interview 1 1994, TU: 397)

When the teachers could see improvements from suggested changes, they
accepted these changes and positioned themselves as, at least supporters, or at
most, advocates of the change. For example, Margaret felt that the changes had
stimulated her to think and reflect on her teaching as well as continuing the
challenge of the job for her. Consistent with the other seven teachers, she
mentioned the key curriculum70 change, Te Whiiriki, as a positive improvement:
MARGARET: I s'pose that they've [education reforms] created a lot
more work. (pause)Sometimes I think, you know, perhaps work that a
head teacher needs to do! ... It's stimulated me too .... You know, Te
Whariki and all those sort of changes I really think are good. This job
could be, I dare say like any teaching job, could become a very
monotonous boring job if you did the same thing day-in and day-out,
year after year, which you could do if you wanted to. And be sitting
there, you know, once a fortnight, with your handout couldn't you? ....
It's been quite challenging (pause),and sometimes you curse those
challenges because you've had enough. But in [anlother respect it's
that which keeps you [going] too (laugh). (Interview 1 1994, TU:
482)

Likewise the other teachers, as typified here by Maggie, shared the
enthusiasm for Te Whikiki and the other aspects of the changes which they
thought supported their teaching:
70 An important differentiation is necessary here. Before the introduction of Te Whariki the
term curriculum was seldom used in the early childhood sector. Instead teachers referred to
programme and practices, therefore the language used in the interviews reflects the programme
and practice discourses with only beginning references to curriculum.

MAGGIE: Things have changed over the years. Like we don't table
top. It's all terribly exciting. We don't have themes and all that carry
on. What else? (pause)That's a plus 'cause I think it is good and
accountability has come right in which I think is good. It's a
protection as well . And the charters. That's good, because you've
got something uniform then rather than three people talking to a
parent and perhaps offering three different slants on the same deal.
It's written, documented form, that's been consulted and so it's there consolidated with people who have discussed it. So it's all together.
So 'that's quite good. It's a document that you can show people that
is relevant to your kindergarten. So those are all good things.
[Interview 1 199413: TU: 10-11)

Given all of these changes, it was not surprising that the teachers involved
in this study continually focused on the impact and changing experiences of their
staff and kindergarten relationships during h s period of reform (19842996).
This was an important part of their teaching lives where they had 'taken action' in
a direction which challenged the management models which senior teachers and
associations were attempting to introduce over the interview period. All eight
teachers discussed how much hard work had gone into their current teaching
teams. This had been both as a reaction to, and in contrast with, their earlier
experiences in their first years teaching. Five of the teachers reported these early
years to often be authoritarian, and hierarchical with very little attempt at team
work, trends they could see re-emerging with the new management
requirements. In this way, the teachers were far from 'romantic' about their early
teaching experiences when they discussed the comparisons. All eight teachers
had negative experiences which involved conflicts and staff difficulties during
their teaching years and these experiences were offered as working styles that
they did not want to repeat. For Nikki, it was in her first year teaching that she
experienced how she did not ever want to work again:

NIKKI: I learnt a lot about ... staff relationships. Learnt a lot about
team work. Some of it was very negative but it was really, it was
really valuable. There wasn't team work. There was sort-of that 'This
was your duties" and that's what fitted in. The teacher I worked with
was very regimented in that she set it out that there was two
teachers responsible in each group and the third teacher, like in the
double sessions 'cause it was three teachers, kind-of would spend her
time doing things like the donations and the rolls. So there was one
person, one adult, in the office every session time doing book work or
whatever. Which is quite interesting really so there was still only two
staff in the kindergarten. (Interview 1 1994, TU: 87-89)

Laura had a difficult time in her new head teacher's position in an already
established teaching team, despite being an experienced head teacher:
LAURA: I went very gently into this job and had the worst two years of
my whole life (pause). No, worst one year and two terms. It wasn't a
team, no matter what I tried. I tried from dinner parties at my place,
to pub lunches, to sharing some of me to get some of them (pause).
They actually never forgave me for getting the job and I lived in
[suburb] which they perceived to be a snottier area. I took them to
my house to show them, you know, invited them so they'd realise that
it wasn't a snootier house (pause). I cried most days on the way to
and from work (pause). It was absolutely terrible .... It wasn't a
particularly happy time of my career and probably I wasn't that
effective as a teacher. Like I felt quite miserable when I was there.
(Interview 1 1994, TU: 31 1-320)

In all cases, the teachers resisted modes of working that were based on
regimented or authoritarian means of working and discussed how important, and
satisfying, the current teams they were working in were when this team work or
partnershp became possible.

NIKKI: I struggled with the role of a teacher being a person who
spent the whole time in the paint cupboard while the other person
sat in the office. I really struggled with that (pause) .... I'm quite happy
to hand over head teacher anytime. We fight over who's going to be

the head teacher (laugh). "So that's the head teacher over there".
[Teacher] would say "No, that's her over there". (interview 1 1994, TU: 273)
Lynne discussed how difficult the 'relationship work' can be in a kindergarten and
emphasised that teachers' relationships in a kindergarten can often be harder than

a marriage. She summed it in this way:
LYNNE: I think that relationship thing within a kindergarten between
staff is one of the most difficult things in the world .... People just do
not understand what it's like, you know. When you're in the same
building as someone and you've both got such awesome
responsibilities and you've got no one else to feed off except that
other person or maybe that other two people if you're really
privileged. (Interview 1 1994a, TU: 156-161 )
However, once the hard work had been put in to establish that team, or
partnership, the work does not stop there. As in any ongoing relationship, be it
marriage, friendship, or professional, the effort to maintain a positive working
relationship was needed for it to continue. Nikki, in discussing the particular
successful teaching team that she was currently working in, explained that it had
not started out that way but had come about through hard work:

NIKKI: I was a much looser, more flexible person than my partner ....
She was quite formal so we [would] have a fairly flexible programme
when I was inside but a very set programme when she was inside
(pause). Now although we got on well ,and on the surface the things
seemed to go well when the senior head teacher first came and she
said "Your programme's going very well" and I looked at her and said
"We're not getting on well at all". My partner looked and said "What
do you mean?"and I said "We're doing two different programmes
here and we haven't come together on it" and ... this Senior Teacher
said "Well, what about Seacoh?"71.... We both looked at it and
thought "Yes, it's got potential" and we have worked on it from there
and that's probably
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been our stepping stone. It was our point of contact (pause). So we
didn't actually have that point of contact so we've really had to work
on it. A lot of other staff members they've just said "Well, it's okay for
you. You've had a stable team for a long time". But it's been a lot of
hard work to get us there (pause) .... It's been a lot of hard work. A lot
of hard work. We spent a lot of time talking and discussing, throwing
off ideas off each other. Yeah, it's hard yacker. (Interview 1 1994, TU: 257278)

All the teachers emphasised how essential this work was, as once a positive
relationship became the basis of the environment it had lasting benefits for the
children, as well as for the teacher's own enjoyment. A successful working team
offered professional and personal support for each member. Both Nikki and
Margaret worked in 1994 in two-teacher teams and were well aware of the hard
work that goes into a good working relationship. Nikki related how satisfying an
established working relationship can be:
NIKKI: You'll occasionally get that deja vu when we're both thinking
the same thing and we're both "Yes, what are you doing with my
idea?" sort-of thing. It's just obviously we both pick up on the needs
of the children at that point of time and we discuss the points, the
needs, and we've both got the same idea at the end of it.

JUDITH: That must be a nice feeling when that sort-of click happens?
NIKKI: Yes, then we look at each other and just burst out laughing,

"What are you doing with my idea?" and often, you know, like in staff
meetings we'll often say something and say to the other one later
"Well, that's what I was going to say. What are you doing with my
conversation?" Yes, you sort of - but it's a lot of hard work to think
that way and it's adapting to each other's ideas and obviously we
pick up a lot of each other's ... and a lot of each other's thoughts so
that perhaps it give us a better understanding of ourselves as a
teaching team. (Interview 1 1994. T U : 279-284)

Similarly, Margaret shared that 'clicking' with her team member:

MARGARET: Because you keep each other going - like, okay I was
lucky I s'pose that we got on so well together (pause). And especially
when there was two of you, I mean, it was imperative that you
actually did work. You know, 'cause you're really really quite isolated
when there's only two of you and ... you sort-of motivate each other
to keep going and, you know, to achieve (pause). I was lucky I s'pose
that I've had those years with [teacher]. I mean you formed such a
bond that you get exactly what the other person's thinking before
they ever even said what they're going to say, you know (pause).
Yeah (pause). It's uncanny really. (Interview 1 1994, TU: 320)

The necessity of having a good relationship was highlighted by the fact that
the teachers spend more time each day with each other than their families and
partners. They therefore get to know each other very well. Nikki and Elizabeth
had examples.

NIKKI: I see my personal life as a team and, yeah, and so is my
working life and half the time I call [teacher] [husband] and
[husband] [teacher] (laugh),truth be known (laugh). Mind you, she
calls me [teacher's husband] often enough so (laugh) and you do it
without thinking. (Interview 2 1996, TU: 91)
ELIZABETH: Everybody knows where everybody is and what they're
doing and what they think about everything (laugh). And what their
husbands have been doing. Our husbands are always complaining
that we know so much about them (laugh). Never mind, we spend
more time with our work mates than we do with our husbands (laugh).
(Interview 1 1994, TU: 173)

In Margaret's follow-up 1996 interview, she was still feeling very positive
about her team working relationship with the other teacher:
MARGARET: We've never argued you know. It's amazing, isn't it really?
I mean we worked eight years together...well, you know, we just don't
argue and you never sort-of you never argue because you never
have to sort-of thing, you know. You never sort-of feel frustrated that
you're, oh, you know, "Here I am letting her away with it again".
[Interview 2 1996, TU: 49)

As arises in each of the themes, relationships form a large part of the
teachers' stories. Lynne provides a good example of how the stability of a
teaching team and the ability to continue in one partnership helped to make some
of the reforms and changes manageable in 1996. This was in stark contrast to her
feelings of desperation in 1994 when she had experienced constant turnovers of
relieving staff:
LYNNE: I think, just looking at this now - two years down the track some of the things that made it perhaps less stressful in some of these
things - not such an over powering weight on one's shoulders - would
have to be the fact that I've now worked with a staff member who's
been in a stable position for two years. I mean because as a
partnership that works really well for us ... that's made things an awful
lot better (pause) .... As I'm sort-of sitting here thinking about how
grotty it was at the time [1994]. It looks like that too [reading
interview one transcript]. I think I found some more enthusiasm in the
last two years and again I think that comes down to having a stable
working partner and to having sort-of, you know, support in other
areas. (Interview 2 1996, TU: 51, 124)

Likewise, Margaret's successful teaching relationship had kept her going through
all the changes:
MARGARET: I think it's because you keep each other going and like,
okay, I was lucky I s'pose that we got on so well together (pause).
Especially when there was two of you. I mean it was imperative that
you actually did work 'cause you're really really quite isolated when
there's only two of you. You sort-of motivate each other to keep
going and, you know, to achieve (pause). I was lucky I s'pose that I've
had those years with [teacher]. I mean you formed such a bond that
you know exactly what the other person's thinking before they ever
even said what they're going to say, you know (pause).It's uncanny
really. (Interview 1 1994, TU: 320)

Another action which had become very important to the teachers was the
ability to be able to return to their kindergartens and ground themselves in the
children - particularly for the five teachers who had additional representative roles

in the kindergarten service. Taking action by keeping the focus on the work with
the children and keeping the chldren as the top priority, that is, 'grounding',
helped the teachers deal with the other issues occurring at the time, such as
management changes, by keeping these in perspective and in the background. In
this way they managed to retain their enjoyment of the job, protect the children
from direct consequences of policy and management changes, and continue
teaching. Maggie talked about the h n g s that continued to give her satisfaction
over this time:
MAGGIE: Kids and the parents. I mean ... - every day, every day's not
the same which is good .... Incredible variety with people (pause)and
just the children. I mean, they[re] just so open. They just give and
give and give and its wonderful. But, you know, you do you get an
awful lot back from children and I think teachers -what's that corny
phrase? to ... smell the roses - is that the right corny phrase? But it's
true I mean, you know, adults who are not working with children
perhaps will just look out the window and see the whole picture but
as you look down and see the child's down on the ground looking at
an ant or something. They teach you to look at things. Keep things in
perspective and priority so I get a lot out of that. (Interview 1 1994, TU: 177)

Elizabeth, in discussing her involvement at the association (employer) level
on the staffing committee, was able to identify how returning back to the children
kept all the political and stressful aspects of all the changes in perspective:
ELIZABETH: Even though all that was going on, I could go back to the
kids and [that] grounded me and I thought "This is what I'm actually
here for, ignore all that other stuff that's going on. This is, this is what
the job's about". (Interview 1 1 14b, TU: 120)

Nikki kept her focus and her position on the children to help her deal with all the
changes that kept coming:
NIKKI: You've got a job to do. You've got children to teach. The main
purpose behind your job is to teach children, just like the main
purpose for a real estate person is to sell houses. So, no matter what

law changes come you've just got to do it. Like the new car
registration, for instance, the garage men aren't doing anything
about it. They're just going and doing the bits they've got to do.
Adapting to change. Which is far more paper work for them and
getting on with the job and that's just what we have to do (pause). 1
mean there will always be somebody somewhere in New Zealand or
somewhere in the world that comes up with a new theory or have
tried to take an illegal shortcut that ends up forcing us to be in a
position of having more paper work . There will always be someone
and that's just part and parcel you know. I curse things like roll
registers every time I have to sign it but we do it (pause).(Interview 1
1994, TU: 424)

Protecting the children from the upheavals of the education changes was all
important to all eight teachers. Keeping what was happening for the children and
what was going on at other levels separate became essential. Elizabeth sums up
this position:
ELIZABETH: We just keep on keeping on and the rest carries on around
us. You just try and keep things as normal as possible in the
kindergarten so that, you know, the kids aren't getting involved in all
these upheavals ... You've just got to always remember that's what
you're there for basically and make that your top priority. Sometimes
it's not easy, when there's all these other things going on that you just
know that you've got to have an input on .... So I think that as long as
you keep your bottom line is what you're doing in the kindergarten
you know you can't go too far wrong really. (Interview 1 i m b , TU: 277)

Staying focused on the work with the children helped keep some of the
enthusiasm of the work alive for the teachers:
LYNNE: I feel quite strong about my own teaching philosophies. I can
still go to things and become really enthused by going to hear
someone or going to take part in a workshop or whatever. People
can still really enthuse me and I'm just dying to go back [to my
kindergarten] and do something or other, so I still have those
elements of enthusiasm. Otherwise I couldn't do it. (Interview 1 i994b, TU:
201

The teachers had become aware of the need to put in place strategies to
protect their committees, children or communities from the full force of the policy
and funding changes. Several of the teachers had, in different contexts, actively
resisted making huge changes in reaction to pressures from outside the
kindergarten. Jane, for example, worked hard resisting the need to put up the
requested kindergarten donation from parents, which had already occurred at
other kindergartens in her area, as she could see that this would only penalise the
families in her area who were already making the suggested donation:
JANE: Most kindergartens, I think, have already put their's up [weekly
donations] and we're [kindergarten committee and staff] fairly
adamant that we don't put ours up because we're punishing those
that pay and I can't get that thought out of my head. And I think it's
quite a mean concept that people want to punish those that pay. As
I said to our committee "Let's see, let's see how we can get round
that and try and do some extra fundraising or use these people in
some other way". Got to come up with those other ways. (Interview 2
1996, TU: 147)

In 1994, Lynne's concern about parent committees was in supporting them
to understand their roles and responsibilities and the place that ongoing
maintenance played in this without adding additional pressures and
responsibilities on top:
LYNNE: Just trying to show them how that all fits into the wider
pattern of things. Okay, you are [committee] responsible for those
children and their lives and that means that you do have to have a
long term management plan for this area. Health and safety is
important. If this thing is not working, or that thing is broken, or that
thing is damaged or dangerous, that is your responsibility, you know.
It's my responsibility to point it out to you but it is not my responsibility
to go and physically fix it. Those things are actually their responsibility
- which makes it really difficult. (Interview 1 1994b. TU: 8)

By 1996 Lynne had additional concerns. By 1996 the kindergarten
community needed to raise $18,000 a year to keep both the kindergarten and the

local association operating. This pressure on volunteer parents to raise such large
sums of money meant nothing else in terms of maintaining the kindergarten
could be done. However, h s was not a strategy that could continue long term
but was an action that Lynne felt they had to take to keep their committee and to
keep the kindergarten operational:
LYNNE: By the time you get your AGMs over and you try and get some
new people involved. With the four-term year, we're just realising
what changes that's going to [make]. The first term's almost over
before you've got that group of people in place. And suddenly
they've got to come up with a budget. And they realise how horrific
it is and then suddenly they've got to fundraise frantically. So as staff
[teacher] and I pretty much decided this year that we're not going to
put any pressure on our committee to do anything because this
financial commitment is enough for them to try and cope with. I
mean, we're actually broke. We've got no money. You know, you get
to the stage where you're worrying about rolls of cellotape and it's
quite bizarre really. So there's no way at this stage that we want to
put any more pressure on them to buy anything, change anything or
alter anything ... because, you know, that's enough for them to take
on board. So all you really do is support fund raising. So that's really
really hard. Eighteen-thousand dollars is a lot of money .... I mean,
okay, there's all the policies and charter and other things that they
could and should be doing, but you've got to be realistic about what
they can achieve without making them feel like total failures. So if
they can tackle the money, well , they're doing really well. (Interview 2
1996, TU: 67-77)

Reocurring through all the teachers' stories of working with families was
the concern for supporting parents, not only for raising their children and
parenting skills, but assisting them to deal with the social changes and wider
experiences going on their lives. As the social needs of families and parents have
changed, so too had the relationships that teachers and parents experienced. It
was commented on by the teachers that there had been an increase in the demand

from parents for support for a range of issues and concerns and this had increased
between 1994 and 1996.
MARGARET: Oh, I think that just to be there to support them. I like to, if
I can, I like to, you know, to listen to them and just to help them along.
'Cause I know that it's tough out there for lots of them and, you know,
just to be just to really to be there for them .... I think that's a
requirement of the job today really (pause).Yeah I do (pause).
Because, you know, if you can if, you know, give that support to the
parents it must make for a happier home and you're wanting the best
for the children aren't you? [Interview 1 1994,TU: 295-296/341-342)

Margaret had noticed the increased need for parent support and information
between her 1994 and 1996 interviews:
MARGARET: I mean, I just think of some of the things that, you know,
I've had to do of late (laugh). You wouldn't even dream about it. I
mean, really, probably teachers in [past] days didn't have a clue too
much what went on at home, the child's environment, where it
actually came from (pause). Mind you, there probably wasn't the
things happening the same either, you know. Children weren't under
some of the same pressures .... I think some of the, even out in our
area, some of the things that we've had to deal with over the last
two years. You know it's probably been more in the last two years
than what it would have been in the last 10. You know, just the socioeconomics I s'pose and pressures that families are put under today ....
I think that's what is expected of us too .... Like a lot of it is just
educating parents about how to bring their children up. You know
limits and things like that. It's just how to do it. I know it must be sort
of a mammoth sort-of job but I think every bit helps doesn't it? ... I
think that it's getting harder and harder. I don't think that side of it's
getting any easier. (Interview 1 1994,TU: 201 -202,333-3351

Therefore, the kindergarten teachers had actively taken on increased roles and
responsibilities whch they felt were needed to be able to respond to the changing
needs of families and to meet the real needs of the children they taught.

The teachers remarked on the importance that stability over time in a
kindergarten and community contributed to building strong relationships with
the families. The benefit of strong relationships enabled the kind of quality
interactions which added to both the community and the children's development,
as Lynne and Jane, who had taught in their communities for a considerable length
of time, were able to identify:
LYNNE: I s'pose, you know, when you are in one area for a long period
of time you do get to know your families so incredibly well. I mean ...
you see four and five and six of some families going through you
know. You know the children from the day they're born sort-of thing.
(Interview 1 1994a, TU: 1 10)

JANE: Oh yes. You've seen the families three, four times over (laugh).
So you really get to know them and know their habits. (Interview 1 1994,
TU: 279)

Positions that aligned all the eight kindergarten teachers with families had begun
to play a bigger and more essential role in comparison to pre-Meade report days.
This was seen as positive. The importance of the kindergarten for the community
and the role of the kindergarten in supporting the whole family and the
community was described as essential by the teachers in this study.
NIKKI: I think I've probably always placed the importance on parents
but [parents] probably haven't been part of the agenda of
kindergarten teaching until recently .... The kindergarten I teach in at
the moment is known for its parent work. Yeah, yeah 'cause it's the
parents support that makes it for what it is. [Interview 1 1994, TU: 226-231)

As kindergartens are usually built in suburbs, they were once one of the few
places mothers could gather during the day outside of the home. While this has
changed as part of the wider changes of employment for women, transport, and
the provision of other early childhood centres in the suburbs, the 'position' of the
kindergarten in providing a meeting place had not altered in the teachers' views.
If anything, the many social changes which had affected families had made this

position seem even more important. The teachers felt that the head teacher, and
the teaching team in a kindergarten played a large part in creating, building and
maintaining a kindergarten community. Laura had strong feelings that the
kindergarten is not just for children but should be the centre of the whole
community:
LAURA: I still feel (pause) that ... if we're doing our job properly [the
kindergarten] should be where people are meeting. They feel happy
to come and sit and stay all day .... We've got people at [suburb] that
say they're not going home. They can't go home because it's too
cold. They can't afford to heat their house. "Good, welcome, stay,
learn, look" (pause). And I do think that those sorts-of things, or some
of the things, that [name of a head teacher] taught me - introduce
absolutely everybody that comes in. lntroduce them to each other
(pause). You know what I mean? (pause). All of those vital skills. She
said to me once "Treat this as your home and make everybody feel
welcome (pause). Make them as welcome as you'd make them feel
in your home", and I think that is really true. lntroduce all. lntroduce
the parents when they're coming in. Like we can have 10 and 12
parents at [name of kindergarten] sometimes. (Interview 1 1994a, TU: 183)

Another action, or reaction, which all eight teachers used to help them cope
with the seemingly never ending changes that were coming at them was to
choose, very carefully, the baffles they entered into. The baffles they chose to
involve themselves in were the ones were they felt they really could make a
difference or which directly impacted on the children, rather than the ones which
,

experience had shown them would make no difference (see previous chapter), or
which time by itself would resolve. Lynne's interviews in both 1994 and 1996
demonstrate this realisation:
LYNNE: I 'd fight a lot more battles a few years ago than I will now. As
I say, now I'd pick my battles. I'd have to (a) think it was one that I

could win and (b) one that wasn't going to suddenly disappear
because of someone had changed their minds. ' Cause you get really
stressed-out fighting battles and then if you find all of a sudden that
the rules have changed over night and then since it's now no longer

a matter of importance, you know, you get a bit worn out .... But you
realise you can't do anything at all and that you do have to pick your
battles and that, okay, things might change tomorrow but then they
might change again in a month's time and so I s'pose you get to the
stage where things - and things are changing that quickly - that
eventually you realise that sometimes there's no point in fighting
what's happening today because it might be overridden in a month's
time, that you've sort-of got to go with the flow or just ignore it or
whatever because things are changing so rapidly. (Interview 1 i994b, TU:
16; Interview 2 1996, TU: 103)

A clear example of this for Lynne was in her 1994 interview where she had began
to realise that the changes to parent management meant that she needed to pull
back and not be so personally involved in decisions as she had previously been:
LYNNE: When they first started looking at this extension [for the
kindergarten building], it first came up on the agenda about 18
months ago and I slogged my wee guts out, you know. I drew up plans
. I found them a free architect. I found them a free this, that and the
next thing. Had all these people lined up and was then basically told
to mind my own business. That my opinion ... didn't really account for
anything anyway. So after getting really worked up after that and a
year later nothing's actually happened and they've got their $1 5,000
sitting in an account, and there's been lots of quotes and then they'll
all get thrown out and they've got to requote every six months 'cause
the job doesn't get done and da da da da. So slowly you do realise
that you're actually better to totally ignore it. Which is really hard to
do. It's really hard to decide what battles you're going to fight and
what battles you're going to ignore and how much time you've got
left over to do the important things ... and I get to the stage where I
just don't care .... You know, you find ways to play the game. The rules
do change so quickly and I just don't care about this extension now. If
they want to build a big white elephant thing on the side of my
kindergarten that's their problem, you know. There's no point in me
spending the next six months being really stressed out about it and
fighting more battles after doing that. It's just not worth it. (Interview 1
1994, TU: 153, 167)

What was noticeable in the teachers' interviews was that there was a
difference between their 1994 and 1996 stories over the baffles they were
prepared to engage in. Over the intervening two years, the issues that had been
the burning issues, or the concerns which had terrified or paralysed teachers, had
not had the dire consequences that had been feared. Subsequently, the teachers
became resigned to many of the changes as their effects lessened over time, or did
not happen at all.
MAGGIE: But now everybody's survived those times. Remember when
they were going to close the kindergarten down 'cause they couldn't
get the number of children. They're still there [pause). They're still
there. The waiting list is still going up and down like a yo-yo. I think
everybody learnt something from that (pause) wild experience.
(interview 2 1996, T U : 260)

LYNNE: I'm not taking everything all on board all at once (pause). Like
sometimes you'll get (pause) great memos for change and you've got
to suddenly do this, this and this, this, this and this way. Whereas
before I might leap in and do start doing that straight away now I'd
be more likely to think just sit back and mull it over for a month, 'cause
it might change or somebody else might find a really easy way of
doing it and then tell you (pause). So now you don't charge at
everything like a bull at the gate like you used to perhaps (pause).
Mm, well, I s'pose the delegation bit comes down to it too. I think
that we both, [teacher] and I, both look really hard at anything that's
going to become a change and you really think about: what is your
job description? Do I need to take this on board?, or is it really
someone else's problem? And whereas before you might get all het
up because it might be someone else's problem but you know that
they're not going to be able to do it. Or they haven't got the
resources to do it or they're not going to understand anyway.
Whereas now we're not so inclined to worry about that. If they're
having problems they can come back to us and ask for our help but
we have to define what's our work and what's someone else's work a
lot more closely than what we used to. Our job descriptions have
never been that accurate or hard line but I think people think about
them a lot more than what they used to. You don't necessarily try to

be jack of all trades. Just take on board the things that you need to
really (pause). Not that I'm saying you cut other people out or don't
help them or help them work through things that they're having
trouble with but you know we wouldn't naturally take on some things
that we might have done in the past.
JUDITH: Why do you think that is?
LYNNE: Well, sometimes it prevents you from concentrating on the
real issues because you get so bound up trying to help other people
fulfil their tasks that you're not really giving the amount of effort to
the things that you should be doing. You know, easy to spread
yourself too thinly (pause). So we think very carefully about what is
our work and how we best do it (pause). (Interview 2 1996, TU: 220-224)

In terms of other specific education reforms, the teachers had a variety of
strategies that they had used as the changes arrived which demonstrated that
they were less than passive. For example, while the process of charter writing
had been overtaken by centralised requirements, the head teachers themselves
were able to use their positions of expertise and authority to influence the content
of the charters to a greater degree than the parents were able to. This was
through their participation in the consultation meetings and the very fact that the
teachers were often left to do the actual writing:
LAURA: I was the head teacher. You go to those things [charter
writing meetings] so therefore - talk about power it gave me.
Incredible power to manipulate a situation .... I would say things like 'I
feel strongly about equity' and 'I feel strongly about' (pause)and
'What do you think?' You know how you can manipulate .... Like I
ended up having quite a bit of writing of it (pause). So in some ways
they [parents and other staff members] gave me incredible power.
(Interview 1 1994, TU; 338-342)

Laura continued to make use of this strategy to keep things included in the
charter which she felt to be essential despite the changed legal requirements to
have them included:

LAURA: Keep things like equity as compulsory in our charters . We
keep them by choice and I just pretend to everyone they're still
compulsory. I mean, you know, it's another way of manipulating a
situation that I feel strongly about. I just pretend it is (pause) and
really as we're the ones [being] role models and ... we are the ones
(pause) that need to be empowered and need to have those
feelings [of equity] (pause). (Interview 1 1994,TU: 350)

Another example for Elizabeth was, despite all the downsides of the
increased work and the difficulties surrounding the representative role, making
sure that a teacher was always part of any association working group or
consultative group on aspects of policy making or management decision was
vitally important:
ELIZABETH: I mean in some ways I suppose it's sort of made me a lot
more politically aware than I ever was before. I'm confident to go
and tell MP's72 what I think now without thinking 'Oh, I can't do that'.
You know - to talk to other people about what I think should be
happening and what we think should be happening. So it's probably actually there's probably been personal growth come out of it. It's
been not a nice way to do it, but, you know, character building. As
you say character building. You['re] sort-of going from being
passionate about one issue to be passionate about the next issue to
being passionate about the next issue until you're exhausted (laugh).
But at least you've had your say, and, you know, I think that that's the
thing - that as long as I feel that I've done everything in my power to
affect change if it hasn't worked, well ,at least I've tried. When it all
goes wrong I can sit back and say 'I told you so' (laugh). I'm just
waiting. I'm just biding my time (laugh). So, I mean, if you just sit back
and let everything happen then you can't do that you see. You're just
stuck with what happens . You can't. You've got no power at all but
at least if you voice your concerns (pause).(Interview 1 1994,TU: 285)

72MP'~- Members of Parliament.

Likewise, Nikki developed useful and positive ways of dealing with the
association in her representative roles, to support and defend the other teachers in
her area:

NIKKI: You've got to stick up for, and defend yourself, and defend
your other teachers. There's ways of dealing with it that. You don't hit
them head on or whatever .... Feed an idea in and suggestion in. You
do a lot of background work .... When I've put something towards the
committee I will talk to individual committee members about what I
want to do. Why I want to do it. What it is. So I've done a lot of
politicking privately. I will talk to some of the committee people so
that they have time to think about what's been said rather than
going in and then trying to feed them all fresh ideas so that they get
overpowered and they don't want to make a decision. You've fed
them a little bit prior so they've had time to think about (pause) the
value on what's being said or what the staff is saying. Then you've far
more support than if you're going in and trying to get it across all in
One go. (Interview 2 1996, TU: 231-235)
As already described, many of the tasks or challenges involved in the
educational administration presented to parents had been perceived by the
parents, and the teachers as too large and unmanageable. However, five of the
teachers provided examples where, encouraged, parents had still been able to feel
that they could and were making a difference. In this way, teachers were
supporting parents to exercise advocacy and power for their children at a time
when the parents were not necessarily feeling this way about other parts of their
lives. Lynne's example of using the Broadcasting Corporation's Codes of Practice
to have a particularly violent children's programme removed from 'free to air'
television demonstrated this:

LYNNE: Something that we did recently what was that ... we'd sort of
noticed problems we were having in the session with that dreadful
Mighty Morphine's Power Rangers programme that's caused such a
furore ... and I'd spoken to [name] about some information she got
from the Broadcasting Corporation about the various codes that you
could claim you felt the programme contravened and what you

needed to do to lay a formal complaint. So I got that information
and we sent out a letter to our parents and got together this formal
complaint letter and so on and so forth. And the whole thing really
escalated in so far as you know before you knew it we were on the
front page of the paper and the local radio station, blah blah blah
blah. But it was something that the parents could grasp and we got
60 signatures, I think, within 24 hours ... [Parents had] been talking
about it for a long period of time but they didn't know what to do. So
we gave them a way that they could voice their concerns about the
programme basically. They were worried about talking it out with us, I
think to a certain extent, because I think they had this idea in their
minds that it was their fault. If they didn't want their children to watch
that programme they should turn it off, which is very difficult for a
parent to do at 4.30 in the afternoon when your preschooler and your
school kids are fighting and you're trying to make tea and everything
else is going on. Whereas we took the line that we felt that the
programme shouldn't have been on full stop. You know, you shouldn't
have to make that decision if your child is watching a series of
children's programmes on at that time. You should be able to
basically know that those programmes are going to be suitable for
their viewing .... Well ,I s'pose, in a way it was empowering them to be
able to know what decisions they could make and we gave them a
whole lot of other gumpf about TV and so on and so forth as well. But
that was something they could easily get behind because it wasn't
going to be a great time commitment for them and yet they felt
united as a group and yet there were so few things like that where
people will make a stand now because everything else seems too
complex and too awesome to tackle. (Interview 1 i w b , TU: 62-69)

Combining women's strength for change and advocacy was seen by Laura
as the obvious way to go and the most unused resource that kindergarten
teachers had:
LAURA: I've always been really politically aware and I think that in
some ways we've let ourselves down by not being interested
politically .... I've realised that women are really bloody strong. If I
was a man I'd be scared, I really would be because they [women] are
bloody strong - as a collective (pause). Look, people just seem to

watch out and they are listened to. That's what really surprises me
and the other thing that surprises me is when we really get carried
away with power and we get the parents ,specifically mothers,
because that is who we work with, behind us we're a real force. But
we do need to get them on side, even, you know, with all the reforms
- we do. They're the power base not us so much. We need to work
hand in hand with the parents - the mothers (pause). Do you believe
that? And we have to use that tool for everything. We need their
support. So working hand in hand with women teachers, we can
discount the men basically, and the women mothers, who are the
ones who we're working with, we're hell of a strong (pause)and I really
see that's what we should be using all the way. (Interview 1 i994b, TU: 35-38)

Empowering parents can be a two-way dilemma, however, when parent
committees take things in their own hands that the teachers do not agree with.
The battle can then be against the parent rather than with them:
LYNNE: You've got to really watch the conflict. It's very difficult
because you know there are so many issues where conflict is a
possibility and some people handle conflict better than others. In our
position, okay, you're the kindergarten teacher, you've got to be
there for the next five, 10 years or whatever, five years say. The
chances are that you might have got off on the wrong footing with
that person. I'm thinking of several people here who have been on
committees at various times and you've had this point of conflict and
a month later because as part of my job I've forgotten about it but
for some people you know that can be a real sort of (pause) burning
issue to them for a long time (laugh). So, you know, you've got to be
so careful all the time that you're not going to offend somebody
when they're doing something. Like here's a classic example: I have
this parent who cut down virtually all the beautiful mature trees in my
kindergarten which people had raved about how lucky we are for
years. Now the reason he cut them down, Judith, is because they are
deciduous and he doesn't like deciduous trees because the leaves
fall off. Now when things like this happen and suddenly this person is
in a position of great power and you're in a position of zilch power
even though you've decided this is one of the battles you'll fight and
you've done your darnedest to fight it and you've got lots of support

but still they win and these trees get chopped down - chopped down
while you're working in the office, like these loud chainsaws, and left
to lie across the driveway and the front gate so you can't leave at 4
o'clock. When little issues like this arise (and they arise quite often)
you've got to be so careful (laugh). And when that same person six
months later accidentally forgets that staff appointments are
supposed to be confidential and that person happens to wheedle
the information out of the wrong people at the wrong time and then
goes and blabs it around the freezing works starting off by telling
someone that his wife is too thick to get the job and they were
beaten by a graduate. You know, little things that happen like that
over a period of time when you know this person's got five children
and it isn't going to disappear overnight - can be difficult (laugh). So
I think some of those pressures and conflicts that arise because of the
different amounts of power that people have now got can make the
job really hard and although I try and forgive and forget all the
dreadful things that person's done and try to welcome them like a
long lost friend every time they walk through the door it can be very
difficult. (Interview 1 199413, TU: 56-60)

Just as important during this period was the action by the teachers on the
public perception over the issues surrounding early childhood. This has also
extended to informing the other compulsory sectors of education, for example,
primary and secondary, who, historically, have often had very little
understanding of the early chldhood period of chldren's lives and education.
Laura saw it as her mission to act as an advocate for early childhood as often as
she could in as many professional settings as she could:
LAURA: That was the first course I'd ever been to with all other areas
of education where I was the only early childhood [representative]
and it was then I realised how people were really interested in what
we're doing and didn't have a clue. So you went to these courses to
learn but basically people really learnt from us. So it was important
to have (pause) articulate people going to these courses (pause) to
articulate what we were doing (pause), to give ourselves a
professional image (pause) because so quickly we're looked at as
sort-of the bunch in track suits and looking a bit scruffy because we

don't look professional (pause). It was really important to get people
heard with other areas of education that's how I thought about it ....
'cause I'm a real advocate that we have to spread the word ....
Basically the number of people that are appalled and amazed at
how much work we have to do. They said they've always snivelled
that we've had an extra week's holiday in August, the primary
teachers, and we've had Wednesday and Friday afternoons
[noncontact sessions] to do nothing. They never for one moment
dreamt that we had no secretary to answer the phone, they never for
one moment dreamt about our parent work, they never dreamt for
one moment how much administration work we've got for 80 children
and two teachers and so all of that sort of thing is really important.
(Interview 2 1996, TU: 281 -289)

While the intent of the 'Before Five' reforms had been to increase the public
understanding of the importance of early childhood education and its place in the
wider education sector, the teachers found that they needed to maintain as much
action to educate other professionals and the public as they had in the pre-Meade
report days.

Theme Summary

While the teachers have presented differing examples in this theme, they
have all described how they have taken action over various issues. They have
looked on the positive as well as the negative side of the changes seeing the worth
when they could, for example, ERO's contribution as valuable feedback, improved
practices with the introduction of Te Whiiriki, and increased consultation with
parents. All eight teachers discussed their current relationships with their teaching
staff in terms of team work, or partnership. The success of their teaching day, and
an essential element which made their working relationships satisfying, centred
around harmonious teaching teams, where they each had come to know the
others very well, and worked together on all aspects of the work - from

mrriculum through to management and decision-making. This successful team
work had come about through hard work on the part of the teachers and was
ongoing - referred to in ways similar to the intensity of the work involved in
maintaining a marriage - and involved actively resisting directives or changes
which would threaten this. Similarly, the teachers worked actively to support and
protect their kindergarten parents as the parents faced new social and economic
pressures ontop of increased kindergarten demands. Grounding themselves in
the children helped the teachers to both protect the children from all the
upheavals of the changes and also to maintain an active sense of satisfaction in the
day. Choosing the battles that the teachers involved themselves in was also an
important strategy. The criteria for deciding what to fight changed between the
teachers' 1994 and 1996 interviews. Resignation to many issues entered the
teachers' stories as the time between the two interviews had demonstrated many
of the teachers' initial fears were unfounded. Teachers concentrated on
encouraging parents to feel they could make a difference for their chldren, for
example, the Broadcasting Standards campaign, and taking opportunities to use
their own position and expertise to effect change, for example, charter writing.
Finally, being as active in the decision making processes as possible and
continuing to educate non-early childhood people about the worth of early
childhood was seen as particularly important and as a available a part of teaching
as any other aspect which the teachers were passionate about.

CHAPTER SUMMARY
A lot of the changes are good though. They're good, you know. They're

for the betterment of the children. Margaret
The themes in this chapter present different positions from the themes in
the previous chapter. While power from above was certainly being experienced
by the teachers in the contexts and stories they shared, other reaction and actions
were also occurring at the same time. Thus, the idea of power being something

that is 'done' to someone who remains powerless becomes questionable when the
stories of the teachers demonstrate that they, themselves, were also active in the
'doing'. The title of this chapter, 'Reworking Kindergarten Teaching - circulating
power', reflects not only the changes to the day-to-day lives of the kindergarten
teachers and their teaching but also the active role that these teachers played in
the shaping and reworking of the teaching day. Some of this can be argued to be
positive - focusing on building relationships, advocacy for children and families while some of it can be argued to be negative - focusing down on individual
kindergartens at the expense of the service, job competition and working against
each other.
The stories in this theme identify how the teachers were not just the
recipients of top-down power. In these stories and examples shared by the eight
teachers, they demonstrated how they actively worked at positioning themselves

within the reforms, for example, writing clauses in Charter documents, working
with Te Whiiriki, building on consultation with parents and communities; around
the reforms, for example, protecting children and parents from the full impact of
the reforms and increasing their advocacy roles; and outside of the changes, for
example, resisting placing increasing costs and responsibilities onto the parents,
and maintaining positive team relationships within their individual kindergartens,
brought about by the education reforms. These positions varied for each teacher
and for each context, for over any one issue or at any one time, a teacher could be
positioning herself both negatively and positively about a reform; for example,
feeling concerned at the increased accountability to the parents but seeing it as
worthwhile and valuable at the same time. This chapter has demonstrated the
complex and circulating nature of power where the eight teachers have been as
involved in using power as they have been the recipients of others using power
over and against them (as seen in previous chapter). The next chapter discusses
how these notions of power affect a teachers subjectivity and how they live their
day-to-day lives.

Chapter Eight

Remaking The Kindergarten Teacher: Power And
Subjectivity

INTRODUCTION
This chapter, while also talking about the same contexts of the daily teaching
experiences of the teachers as the other chapters, differs in its focus on the
'personal' life of the eight teachers and how their views of their teaching selves
and their lives have changed during the period under study, 1984-1996, hence the
title 'remaking the kindergarten teacher'. Without exception, the teachers'
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full of stories and examples where their lives had been reformed
and remade. Seven of the eight teachers73 directly expressed that the reforms, or
educational changes, had affected them more on a personal basis than in terms of
their teaching. This was the result of all the factors that have already been
discussed in the previous chapters - that is, increased work load, being overtaken
et cetera - which the teachers felt 'personally' and which impacted on their own
and their families' lives. While all eight teachers described different ways of
experiencing this personal impact, they all had this impact in common.
This chapter has grouped the teacher's stories under three themes:
1)Talking personally;
2) Teaching is what I do and teacher is who I am;

3) Teaching as a future or teacher future.

These themes look closely at what the restructuring, reform and change has
meant to the teachers' on a personal level. Wlule the question is often asked of
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teacher was the teacher who was relieving in kindergartens on a casual basis at
the time. While she did not identify this directly, her stories also demonstrated the same
messages as the other seven teachers.

women - how does home affect professional commitment? (Seifert & Atkinson,
1991) - this chapter turns the question around and asks - how does being a
kindergarten teacher impact on a teacher's home life?

TALKING PERSONALLY

My life has to fit around my work. It probably has for, at least for
the last ... 1 9 years. Basically ... life has fitted around work ....
But Idon't really regret it and it probably will for a while yet
(laughter). Jane

This theme 'talking personally' presents the stories by the teachers of the
education changes being experienced directly at a personal level. While research
studies have often queried the effect of home on a career, particularly when
discussing women and work74, the opposite question was more relevant to the
eight teachers in tlus study. The impact of their work on their home lives was a
major consideration for all the teachers. For the teachers, both with and without
children, the ability to leave work behind, both physically and emotionally,
became harder to achieve. Any clear division between home and work had
become blurred. This was particularly pronounced at the 1994 interviews.
Balancing work and home commitments had not been an issue for most of
the teachers until they married and had children. For the three teachers who did
not have children in 1994, it was the education changes which had made the
difference. For the other five with children in 1994, the balancing, which had
already been a large part of their lives, had become much harder and new issues
and problems had arisen which involved the whole family and not just the teacher
herself. As Jane's quote at the beginning of this theme illustrated, the teachers'
lives, in many ways, fitted around their work. This also meant that families,
74See for example: Acker, 1992; Evetts, 1990; Jones & Causer, 1995; and Seifert & Atkinson, 1991.

likewise, were often made to fit around the teachers' work and the teacher,
herself, experienced exceptionally long days trying to fit both her work and her
family commitments in, as Jane's quote (Interview 1 1994, TU: 306), opening this theme,
demonstrates.
Fitting family in left Nikki feeling that it was her family that missed out,
rather than her kindergarten work that suffered. While this had been a concern
of hers as the cluldren had been growing up, it had become particularly acute by
1994 with the increased kindergarten demands on her time:
NIKKI: I think my family misses out (pause). To an extent my family dip
out. That's probably why my weekends I try to keep now for family.
Yeah, I mean we used to go back at least for half a day once every
weekend. Well, we've [teachers at the kindergarten] cut that out
now .... Which is one of the reasons why I send my children home on
the school bus so I can actually achieve more while I'm [at
kindergarten]. You see I'll come home, get tea on, and I'll often go
out to a meeting .... I get home probably half past five and I'm out
sometimes at half past six. So my family time just goes out the back
door. I come home and I make sandwiches for lunches before I go to
bed (pause) and I may not get back from a meeting till 11, half-past1 1 . (Interview 1 1994, TU: 306)

The time that the new paper work requirements took by 1994 was
increasingly being done in the teachers' own home or out-of-work time.
MARGARET: I just find like I never ever write newsletters or anything
like that at work. I mean every night I've probably got something at
home to do (pause). Every night .... I don't think the same sort of
things were expected of us 10 years ago (pause). Always something
extra to be done. There's always extras you know. Just another form
to fill out or another this to do or another "You should be doing this" or
"You should be doing that" (pause). There's all these rules and
regulations - just never ending (pause). Whereas 10 years ago things
were just cogging along, weren't they really? They really were.
(Interview 1 1994, TU: 310)

Working late hours in the night so as not to take time away from the family
was a strategy used by Nikki. Nikki, as with the other six teachers in permanent
positions, regularly took book work home for two main reasons: the sheer
volume of it - not enough time through the day to do it, but also to fit it around
family commitments.
NIKKI: My best book work is done in the middle of the night. I'll do the
housework, get the kids to bed, get the lunches done, tidy the house
and sit down and do my book work. And I may work from 10 o'clock at
night to 2 o'clock in the morning .... The fact that I have to do more
book work and have to come home and spend a lot more nights
doing work that has [an] effect (long pause) ... probably to an extent
it has had a little effect on me in my home life, in my personal life.
Certainly in the amount of phone calls I have to deal with and the
amount of book work, yes it has, 'cause you just don't get book work
done at kindergarten. Well, not very much of it anyway. (Interview 1
1994, TU: 336-346)

As Jane's children got older and were often involved in evening activities, the
family meal time took on special significance - as often the only time in the
evening when the family were together. This meant that Jane brought work
home to do in the evening rather than be late for the family meal:
JANE: I had this guilt feeling as well that everyone else is sort of
sitting at home waiting for me and ... possibly if I didn't get home in
time to have a meal with them I probably never saw them. So I felt
the need to make sure that I was home and had a meal on and I
mean that was the expectation that I got the meal and ... that we sat
down before everybody got on their own ways .... You know very
rarely was there a night that we were all at home so tea time was
quite important. But I mean if you arrive home at half-past-five and
then start cooking a meal I mean, you know, they're sort of waiting for
their meal to dive out the door to go where they've got to go and
that's sort of the end of it .... I didn't mind bringing something home
like [a child's profile] to do rather than stay at kindergarten. I mean
once we'd had our meal and they went on their way I could, you
know, do something like that [at home] ... or if I had to write a note for

parents. I mean bring it home and do that instead of sitting at work
doing it, yeah. [Interview 1 1994, TU: 466-4681

The nature of the work, as in other similar jobs which involve people and
children, had often meant that the teachers brought their work home emotionally.
While several of the teachers had mentioned this as something they had always
experienced, all eight teachers emphasised that this had increased in the past few
years. This included the teacher who was a reliever on a casual basis. Elizabeth
explains this as a consequence of working with people:
ELIZABETH: I think [the job] takes over because even when you're not
at work you're always, well often, thinking about [it]. I mean I find
myself, especially on a Sunday night, lying in bed thinking "Now, what
am I going to do about that kid. I'm a bit worried about that" and
things running through your mind about getting yourself psyched up
for the week. I suppose other people in other jobs do think about
their jobs outside work too but I think a lot of jobs you can switch off a
lot more than you can from teaching and I think it's because (pause)
it's a people job. It's more difficult to switch off from it. [Interview 1
1994, TU: 165)

'Stewing over' the day and losing sleep was mentioned by all eight teachers
as something which had increased in the past few years and sometlung which
several of the teachers worked hard to disguise as captured here by Jane and
Lynne:
JANE: Well, I probably stew inside about things more than most
people would probably realise I do because I probably come across
as sort-of someone who doesn't really get (pause) in a real sort of ti=.
But really underneath I do (pause). But I don't perhaps show it the
same so that's probably something that I do have that a lot of people
don't see. I can wake up in the night thinking about kindergarten
(pause) - many times - and stew over things but I don't think people
see me as that type of person (pause) .... But I still can get stewed up
inside over certain things. I mean I probably am, by and large, a fairly
easy-going person but there is a part of me there that does get
worked up over things that perhaps I don't show and ... I don't take

problems to work, home problems to work, either. So I generally
leave those at home. So I think people probably some people
probably think that I have quite an easy going sort-of smooth life, but
it's not like that. (~nterview2 1996, TU; 102)
LYNNE: I'm a dreadful one for lying in bed and, you know, rehashing the
entire day (pause)and everything you've said to everybody. And
that's not good for you but you do that from time to time (pause). So I
take homoeopathic remedies to get me through that because I do, I
go through really bad bad stages of no sleep. I do get quite severely
struck by insomnia if things are not going too well . Yeah that's
probably the thing that I notice most. That's the worst thing when I
get stressed I don't sleep. I don't sleep - I'm not a happy person - and
that happens really quickly. That's the first thing that happens
generally. (Interview 1 199413, TU: 26-28)

As a reliever Josie differed from the other teachers in that she felt she was
able to cut off and sort things out in her mind when she did not have to return to
the same setting. However, when she had a long-term relieving position at a
kindergarten she found that this was increasingly difficult to do:
JOSIE: You probably do, to certain degree (pause), [take things
home]. Sometimes you've sort-of got to take it home. You probably
do stew over it, say for a night. It's very rare like as I said I found that I
was going back [to a particular kindergarten] - I was there for a few
weeks - and that was really hard to switch off too 'cause you went
home and then it started affecting you at home (pause). But
generally speaking ... you might take [a problem] home, you might
stew about something for a wee while but as a rule you go over it in
your own mind, work out the solutions you can to it and that's about
as far as it goes. Quite often you can't do anything more about it.
(Interview 1 1994, TU: 185)

Holding yourself together all day and protecting the children from the
upheavals of the new requirements had its price. The teachers' relayed how they
relaxed at home and dealt with all their negative emotions there:

LAURA: My home life is my haven. I'm probably gentler at home and
grumpier. Well, you know, just like because I can allow myself to be
grumpy or tearful or whatever, all those emotions. Like at work I do
really try hard to have an image that I've always got it together and
often that's my self preservation. But at home, of course, that front
can come down and I can swear and cry and grump and argue. I
mean in an irrational-stupid-not-thinking-about-it-. So ... my home
is the haven. Yeah, it's probably the place I feel safest and you need
to have that. (Interview 2 1996, TU: 209)
ELIZABETH: There is a side that you've got to put on a cheery face all
the time and that's not always easy. But like you can come home and
give your husband hell. It's all right (laugh). They learn to take it
(laugh). [Husband] keeps going "You're so impatient". "Well" I said
"I've got to be patient all day. I can't be patient all night as well"
(laugh). And usually swear like a trooper at home as well (laugh). All
the things I can't do at work I do when I get home (laugh).Snap at
people and swear at them (laugh). Dear oh dear, it's like Jekyll and
Hyde actually (laugh). (Interview 2 1996, TU: 98)
Margaret asked me, when I first approached her to be part of the study, if I
was going to interview the husbands (her term) as well. At that point I was
merely interested that she saw this to be relevant, but as the interviews with the
eight teachers progressed and so much of their stories were tied up with their
families and their partners, the question became increasingly important.
Margaret's whole family had been involved with supporting her teaching:
MARGARET: Oh it['s] played a mammoth part of my life ... it really
probably has, you know. Over the last 10 or 11 years, it has probably
taken up a big chunk out of our lives really. I mean the kids have
been supportive too. If anything needed to be mended, or all those
little bits and pieces you'd bring home or notices stapled together.
Or you get involved with all those sorts of things, like [sonl's been
painting shelves and that in the holidays. Bits and pieces like that. Or
if there's any plumbing things well [husband] gets raked into that one
.... I think that's probably very typical of lots of jobs though isn't it? I
mean whatever jobs you get into and if you get involved with people
... it involves the way you feel so it involves who you live with doesn't

it? Very often I use [husband] as a sounding board. He probably gets
sick of me burbling. He gets used to me coming home on committee
nights when I can't sleep and I toss and turn and got the cold feet - so
they do get involved. (Interview 1 1994b, TU: 344; 488)

Lynne's response to the question about the impact of the changes on her life
also demonstrated the impact on a kindergarten teachers partner clearly:
JUDITH: Have you noticed any kind of changes since the reforms have
come in which have affected you personally?
LYNNE: Oh gosh yes. Every minute of the day. Oh yes, yeah. There's
no one more depressed than a kindergarten teacher's partner.
(Interview 1 1994, TU: 173)

To clarify her statement Lynne explained that what happens at work gets taken
home and it is the 'nearest and dearest' who have to live with it also:
LYNNE: Well I think it's mainly just because of the fact that you get so
down yourself and of course you bring it home and so it just becomes
really difficult for [husband]. And at one stage he used to say things
like "Well, why don't you just leave?" but that wasn't the answer to
any of the problems .... I think that he got really down by it all and just
the fact that he could see that there was very little that could be
done about a lot of those issues, especially the ones that were sort of
major political issues. While all that turmoil was going on, and
especially when I had that nearly two years of no other person to
work with on a permanent basis and all those different people
coming in and out, I wasn't a very happy person to live with so, yeah,
it's certainly sort of wore him down a lot. Just as it does when one of
you is not having a very good time and it was getting pretty bad
then. So it would get to the stage where he didn't really want to hear
about it any more quite frankly oh, yeah, so I think that's mainly what it
was but then, also, I think he had a different understanding of things
at that time too. To him, he felt it should have been all very black
and white - you do this or you do that. (Interview 2 1996, TU: 99-102)

This different understanding about work issues was a reoccuring
observation and deeply affected how much the teachers' did tell their partners

about their work and their worries or whether they did discuss issues at all. Both
Maggie and Jane worked hard at keeping their husbands and their work quite
separate. While they gave different reasons for this the same messages reocurred
in terms of their husbands having little or no understanding of what their work
entailed and giving, what felt like, inappropriate advice or comments when issues
where discussed:
MAGGIE: I don't tell [husband] some stuff. That is because he's outside
of teaching. He doesn't understand the complexities of working in
such a close relationship with such few people, you know. He's used
to working on a job and then he moves on. And men too, men are
different. I mean they can 'F' this and 'F' that all over the place and
have a right royal 'F-ing' argument and all's hunky dory. Everybody's
best of pals. Women aren't like that. You start behaving that way
and it gets worse and worse and it festers and festers .... There's a
different code of ethics to deal with in our working relationship I think
.... So I come home and I try and tell [husband] some things that might
have happened and he'll say "Oh you should do this, or you should just
do that" or, if it's something to do with the association, god help us,
he's worst. He's so simplistic about it all "Oh, they can't do that". Well
you and I know they do it, so the fact that they can't or shouldn't
doesn't alter the fact that they are. So sometimes I sort-of think,
weigh up, will I tell him? Can I cope with the reaction? .... So I
probably censor some of our conversations. (Interview 1 i m b , TU: 3)
JANE: I certainly like to have someone to talk over those changes with mainly staff that I've worked with - or other staff .... I don't bring
them home and talk about them (pause) ... husband)'^ not really
one that's totally interested in what I do in the day. He never has
been. He wouldn't know exactly what went on in a kindergarten
programme. So I would rather find someone else to talk to than talk
to him about those things. I mean I believe that work's work. I mean I
couldn't stand coming home bringing all my problems home and him
bringing all his home. I mean I couldn't stand that every night
(pause). But I certainly I mean I chew them over either myself or talk
to someone else but certainly don't discuss a lot of changes (pause)
at home, no. (Interview 2 1996, TU: 45)

Not only was the emotional side of the job coming home, but the physical
side impacted greatly with increased out-of-hours contacts happening over workrelated tasks, issues or conflicts. The increasing amount of parental contact and
work was one of the factors that the teachers identified as increasing the amount
of impact on their home life and families. Elizabeth, Laura, Jane and Nikki found
that parents were increasingly phoning them at home:
ELIZABETH: It's not usually too much of a problem but you just get the
odd thing that people ring up about. I actually resent people ringing
me at home a bit. I don't mind if it's committee things and it's
important but, you know, often it's things that aren't really important
or that could have waited and especially in the weekends. I mean I
had one parent ring me on a Saturday night to tell me her child had
scabies. I needed to know that on a Saturday night, really I did
(laugh). You know, you just sort-of think "Oh, you know, would you ring
your school teacher and tell her?". I don't think so (laugh) .... But other
than having an unlisted phone number (laugh)you can't really avoid
things like that (laugh). (Interview 2 1996. TU: 212-214)
MARGARET: I s'pose it's the fact of becoming more involved with
parents. Having more to do with parents throws another aspect on
the job. You tend to bring those sort of things home too. It's mentally
draining, emotionally draining, and there's a lot more of that today ...
Well I s'pose it's something to do with the reforms and that too
because that's ... a big requirement today really, isn't it? (Interview 1 1994,
TU: 484)

The wider social, economic and political changes, which impacted on
families from the late 1980s onwards, were experienced by the teachers. While the
teachers wanted to be able to support the families they worked with, the
increasing demands placed them in new roles which had previously been filled by
others. Jane, Lynne, Margaret and Nikki, who had worked in their same
communities for many years found that their kindergarten families were turning
to them rather than using other community services such as health and social
welfare professionals to meet these needs. They suggested that because of the

length of time they had spent in their kindergartens they had become well known
and respected members of their individual communities. This in turn increased
the 'take home' work. Jane captures the conflicts here:
JANE: Our role as a teacher's changed. I mean we're a lot more of a
social worker within our teaching role now I feel. Because parents
actually get to know us quite well over that time sometimes we're
the one that they'll confide in. Perhaps the first stepping stone, you
know, "Help me"... because the Plunket nurses aren't like they used to
be. You don't have your regular visits and perhaps GP's75 too are
quite costly for some families to go to now. You know, "I've got this
rash. Do you think I should really go to the doctor or should I not?". I
mean it's going to cost them money. So there's more of those sort-of
situations and behavioural problems. So they probably consult you
more than they used to .... I can see it's grown more in our area but
then whether it's because I've been there for that length of time that
parents have got to know me better and perhaps see me as
someone they can confide in .... But I think sometimes too these
parents are quite desperate and I say I might be a push-over that I'm
prepared to listen to it and they know that but ... I think sometimes
they are just desperate and who do they go to (pause)?... I mean, I
find that quite sort-of difficult to deal with too because usually it
means follow-ups and you sort-of go home and think about [it] and
think "Oh, have I done the right thing? Have I done enough for this
person?" (Interview 1 1994, TU: 154-157; 292-314)

This increase in the breadth of roles was accompanied by a sense of
regulation of the teachers' personal lives which they discussed occurring in a
variety of contexts and over differing time periods. The teachers discussed how
the 'personal' had affected many aspects of their job in their earlier days of
teaching when associations were able to make their own appointments and move
them around kindergartens (pre-1984). A person's personal life would often
influence their work situation:

75GP- refers to the term given to New Zealand medical doctors who are general practitioners in

the community.

ELIZABETH: This is the thing, they just used to loop people around
wherever they wanted too really and based on some really
questionable ways of what they thought was going on. They'd hear
these rumours about young teachers' private lives and decide that
they didn't like what was going on so they zooped them off to another
kindergarten .... So, yeah, I mean even though some awful things have
happened more recently things weren't great in the old days .... The
things that went on in your private life ... could have such a big
influence in that situation where there were these two women who
had so much power and they'd listen to any gossip that was going
(pause). And, you know, and even when the new [national]
appointments scheme came in the hang-over from that was still
there and I was the KTA rep on the appointments ... committee and I
mean there were times that if it hadn't been for the fact that we had
a[n education] department rep there (pause) it would have just
been ridiculous because people would not be getting jobs because
of something that happened four or five years ago. Totally irrelevant,
you know. I mean one example was somebody applying for a job and
somebody saying "Oh I remember seeing her in the jeweller shop at
3.1 5 one Friday afternoon dah dah dah". As if that was in any way
relevant to her applying for a job five years later. It was that sort of
mentality. If they got a set against you for whatever reason, it really
affected what was happening and they had the power to do really
what they wanted (pause). Wasn't good. (Interview 1 1994, TU: 74-76)

Once the teachers became aware of this private regulation, they began to
adjust their lives accordingly. For the teachers who had experienced this form of
private regulation, they could see how this was increasing under the current
association control over employment and staffing issues. Thus, while many of the
stories had been about their past experiences, the teachers were greatly concerned
for the future. The few examples they provided about current experiences with
their associations supported these concerns. Teachers talked about the difficulties
in getting sick leave paid out, or having their personal details discussed in public

or with other staff, and being personally intimidated by individual association
members:
LAURA: This salary lady rang me and said to me "Could I please have
your pay back? We've overpaid you by a fortnight" and 1 said "No, I'm
sorry you can't. I've spent it". She said "You can't have spent that"
(pause). Now this woman wouldn't know me from a bar of soap. I
thought I would be a salary number. She said "Your husband's a
[occupation] isn't he? You don't need your salary".
JUDITH: Did you hit the roof ?
LAURA: No, I said "Could you please put me through to the manager, I
think I need to speak to him". (~nterview1 199413, TU: 58-62)

LYNNE: There was the odd one or two [association members] that
used to get into malicious phone calls. That was a wee bit hard to
handle. Used to ring up during session time.
JUDITH: Malicious phone calls?
LYNNE: Oh yes, especially when there was someone they didn't like for
some reason .... There will be some person they decide they don't like
for some reason and, you know, that staff member will basically get
quite a hard time. And in the next term, it will be someone else.
Those are the sorts of strange things [that] happen. It's a completely
different world within ... associations. You get some very powerful
people and today, you know, of course, they've got even more
power than they've ever had before. And I've seen staff lives been
made incredibly unbearable really (pause). Yeah, for all sorts of
reasons (pause)- usually nothing to do with their professional
conduct or the way the kindergarten's run - but all sorts of strange
reasons [and] things. (Interview 1 1994a, TU: 114-116)

Being seen as public property was another description of the teachers' lives
which had increased as the role of parents in management had increased.
However, while this had been common, even before the changes for the teachers
who lived in smaller or rural areas and for the teachers who had worked in the

same community for a length of time, it had now become the experience of all the
eight teachers. The boundaries between the private and the public side of the
teachers' lives had blurred and the teachers felt they had become 'public
property'. This was demonstrated in the teacher being expected to be available 24
hours a day:
ELIZABETH: Problems, problems, problems, (pause). Nothing in
particular that I can think of (long pause). Just the usual everyday
things really, you know, parents expecting quite a lot of you and
(laugh) expecting you to be on call 24 hours a day, 365 days of the
year (laugh). I was actually just talking about that with somebody
and they were complaining that (pause) ... there was a committee
list and the parents were all asked if their name could go on that list
to go out to parents. But the teachers weren't asked. Their name and
phone number just went on it (laugh) .... You're public property sort-of
thing. (Interview 2 1996, TU: 212-214)

For the teachers, who lived in the same community in which they taught,
separating their personal from their professional lives in social situations was a
difficult, and often, impossible task. No matter where they went they were the
'kindergarten teacher'. While this had occurred right throughout their teaching
careers, the reason that it is discussed here is that it added to the overload of
parental contact and personal invasion that the teachers were already
experiencing as a result of the education changes:
LYNNE: There's nothing worse than going somewhere and "Oh yes,
you're the kindy one" or whatever. You know, all sorts of dreadful
things that people say to you .... I have probably have a public
identity, which I don't like at all actually, and it is really difficult
because if you live in a small town of course you can't go anywhere
without there being at least one of your parents there .... You know
where every time you went out to a party you'd end up being
cornered by someone who wanted to talk about their four year old
(pause). Smile sweetly and try to get them to talk about something
else. (Interview 1 1994, TU: 46 a n d Interview 2 1996, TU: 190)

As discussed in the previous chapter Elizabeth's involvement in staffing and
union activities had increased as she positioned herself to work (within) the
reforms. While she insured all this had not impacted on the children it did,
however, affect her personally:
ELIZABETH: [The reform's] probably affected me more in a personal
level than it has is on a teaching level because of the amount of
extra time that I've had to put in (pause). Just the amount of extra
time and effort and worry that a lot of these changes have caused. I
mean that's probably me, personally, because I'm a worrier (laugh).
I'd worry myself sick. It's a wonder I haven't had an ulcer years ago. I
mean a lot of people probably wouldn't let it get to them but I do
worry about it and so it has probably caused me extra stress. You'd
have to ask [husband] whether (laugh),well, probably he will have
noticed it. I mean I came home from a couple of staffing meetings in
tears he must have noticed it - "Why are you crying Elizabeth?"
(laugh) .... So it has definitely affected [me] more on a personal level
really (pause). It's the time you spend fighting things and trying to
motivate other people to fight things and visiting MP's76 (laugh)and
wasting your time (laugh). (Interview 1 1994, TU: 283)

Likewise, Lynne's wider involvement in teaching issues left her feeling very
stressed and with a public image that she felt did not reflect her at all:
LYNNE: Until recent times, I've generally been the one who's taken on
a lot of those other positions too. Like we need someone from early
childhood to represent us at, you know. There was one year where 1 1
committees I think I would say [I was] going to. I don't do those sorts
of things any more but I used to because nobody else would do them
and I always felt that it was really important that we had people on
those groups or whatever. So I used to go to them all. I used to get
stressed out to the max so a lot of people will see me like that.
(Interview 1 1994, TU: 52)

In the 1994 interviews, all the teachers referred to the need to take 'time
out' to be able to maintain the energy and enthusiasm to cope with the teaching
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day. They identified different strategies which worked for them and the
consequences when they did not work. For example, for Elizabeth, Jane, Josie,
Lynne, Maggie and Nikki having other things to do which were separate from
teaching was extremely important:
LYNNE: Having real projects to do that don't involve work I think
that's really important. I probably have developed more of my
outside interests in the last few years. I think that's been a major
strategy -just the fact that you can shut off and go and do something
completely different. Whereas if you just are moping around the
home thinking about [work], well, it just makes it worse and just builds
up to be even bigger than it is. (Interview 2 1996,TU:204)
JANE: Well, I think we've got a life after work. (pause)And I mean I
could be thinking of kindergarten 24 hours a day if I really wanted to
and I don't think that's healthy for anybody. So you've got to have
something other than your work place to think about (pause). I mean
I could be up there [at the kindergarten] till six, seven o'clock every
night too. I mean you could work endless hours Saturday and Sunday
(pause) but I think for your own sanity and (pause) to keep you fresh
you've got to have other things to think about. (Interview 2 1996,TU:54)

For Lynne developing friendships outside of teaching had also become an
important strategy:
LYNNE: Maybe five, six, seven years ago a lot of the families and
children I were dealing with were more likely to be within our personal
circle of friends whereas that personal circle of friends, their children
are past that age now. So those two aren't quite so closely tied
together which is quite nice because sometimes it's you know when
you're in a small community it's quite difficult to be sort of socialising
and spending time with people in your personal life that you also see
professionally through the other side of your life .... A few years down
the track I don't find so many of my own close circle of friends have a
connection with the kindergarten any more. (Interview 2 1996,TU: 188)

However, this as a strategy was not seen as possible for several of the
teachers. Nikki explained this attempt at keeping friendships separate as "never
black and white, it's all grey":
NIKKI: It's really grey because just about all your friends, most of them
would be quite happy to come here and just have coffee. We have
dinner - not now - but my last president and secretary, but the
president and secretary and treasurer before that, we have dinner on
a regular basis 'cause I don't want to lose the contact with her. The
last president rings me up probably about once a week and we just
chat and we have coffee and things together. The secretary comes
in. The previous secretary I've had has been out there for coffee,
'cause she's rung up and she comes in regularly to kindergarten and
has lunch (pause) .... They were professional contacts that have
turned into (pause),well, they're not personal friends of mine but
they're still social. (Interview 1 1994, TU: 482)

There was a difference here between the 1994 and the 1996 interviews in the
teachers' strategies. By 1996, six of the teachers had made a deliberate choice to
put limits on the impact on their personal lives in the same way that they had
decided to limit what they did at work. They had worked out various ways to
avoid the intrusions into their home spaces. Nikki's family had worked out a way
for both winter and summer, and Elizabeth had found new activities to do:
NIKKI: I'm doing lots of things, like we go fishing as a family in the
weekend and I just sit and read a book in the back of the boat and as
[husband] says, it's the one time he knows that I can just sit and relax
and not think kindergarten. Not have phone calls. Not have any
worries. I go and I soggy out with a magazine or a book and that's it
and the only time I have to get up is when there's a fish on the line
and I've got to net it or whatever. Yeah, basically that's what I do for
the whole day (pause) and that's probably been very, very valuable
for me. Well, that's the solution we've come up with -just to actually
get me out of the house. If I'm not home they can't do anything
about it. (Interview 2 1996, TU: 422)

ELIZABETH: Just getting involved in things that aren't work related
really because I tended to, as I said, really everything did revolve
pretty much around work and work related things. And whilst I had
other hobbies they weren't go-out-and-meet-peopletype hobbies.
They were sit-at-home-and-do-things-by-yourselftype hobbies. So
now that I'm sort-of doing other things that involve me going out and
meeting other people and making new friends and things like that I'm
much more of a social butterfly (laugh)- much to our husbands'
disgust (pause). Husbands plural - mine's not as disgusted as some
but (laugh) but it's sort-of a more rounded life I think. (Interview 2 1996,TU:
250)

Theme Summary
While the question for women teachers has often been how their home lives
affect their work commitment the stories constituting this theme have
demonstrated that, for these eight teachers, their work impacted greatly on their
home lives - the lives of their partners and children - both emotionally and
physically. The teachers' 1994 interviews demonstrated that this intrusion was
particularly acute with increased paper work requirements being fulfilled in the
evenings and weekends, parent demands spilling over into phone calls to the
teacher at home and, in several cases, even physically arriving at the teacher's
house, as well as the emotional toll of the work with teachers unable to sleep,
experiencing increased stress and anxiety and increased conflicts with partners
over home versus work commitments. However, by 1996, the teachers had put
in place strategies to minimise the incursions into their personal lives. This
appeared to be for three main reasons: firstly, the teachers wished to have a better
balance in their lives and the physical toll in terms of stress and health supported
this decision; secondly, they wished to have more time with their family and
friends; and thirdly, when many of the issues that had concerned teachers in 1994
had been resolved or had become non-issues (as discussed in the previous
chapter), the teachers were left with a sense that all the extra work and stress had
been for nothing. The strategies ranged from finding other activities and

friendships to engage in the weekends and evenings so to have other things to
think about and do in place of kindergarten work; to physically leaving the house
so that parents, kindergarten committee et cetera could not contact the teacher in
out-of-work hours (for at least a portion of the time). The regulation of the
teachers' lives, however, continued to be an ongoing issue for the teachers. While
aspects of this personal regulation had existed in the kindergarten service pre1984, the new employer powers combined with the large amount of monies
which the associations were now handling in terms of the bulk grant caused the
teachers' great concern for the future.
The next theme describes how all these experiences in the teachers' personal
lives contributed to their views and constructions of themselves as kindergarten
teachers.

TEACHING IS WHAT I DO AND TEACHER IS WHO I AM

It's like a disease. It's like a mould I think (laugh) .... It's an
addiction. It's like it can be a really rewarding job because
you've got so much (pause), Idon't think it's power, but you've
got so much opportunity to help at such a young age - to
mould at such a young age. Yeah to develop at such a young
age. We've got such a huge input for such a short space of
time but a valuable input. Nikki
The teachers, in this theme, describe what it means to them to be a
kindergarten teacher, and how their constructions of themselves have been
impacted both by their teaching experiences, and the education changes and
reforms. Entwined through the teachers' stories were descriptions and
explanations of who, or what, makes a successful kindergarten teacher. The
attributes or qualities of the person were often referred to in a way that is used for
personality traits, that is, present before the person became a teacher but

necessary to become a successful one. For example, several teachers referred to
ethereal characteristics such as the "X factor":
LYNNE: I s'pose those people that inspire you are the same that would
inspire you in any field in so far as they are the people that are
enthusiastic. That enjoy their job and have what I used to call that 'X
factor' in so far as, you know, children light up when they're with that
person and that person lights up when they're with a group of
children. I still think that 'X factor' is really important and I've had
some trainees from College lately, well, over the last four or five years
I think, you know, " I wonder why you ever decided to take this job
up?" .... Okay, they've got such a different system now and they don't
have a lot of practical time, but some of them come in and they see
those children and they look physically scared. I think "Why are you
here?" This is supposed to be the easy part as far as I'm concerned.
That's the easiest part of the job, you know, that's the easy stuff. The
hard stuff is the work that you have to do with adults. The hardest
Stuff is the things you have to do with adults - like management
people sometimes - that's the easy stuff working with the children.
Some students if they've got that 'X factor', you know, they enjoy the
kids. But if they haven't, they look scared. Like they're more worried
about the fact that someone might be watching them than being
with that child. Just to actually sit down and be able to talk to them,
you know, some people can't actually talk to them. [They] don't know
where that right wave length is at all or they spend so much time
trying to talk to them they don't actually see or hear anything else
(pause). But those people they've got it, yeah, they just sort of had
that ability, just sort of respect and respond to that little person. So I
think anyone that has that enthusiasm and that 'X factor' and is
excited I think yes, yeah, worthy person (pause).(Interview 1 i m b , TU; 38)
LAURA: It was actually interesting the ones that have lasted
[teachers from Laura's training days] weren't even scholars. They
were the ones that have got something - have something I can't put
a finger on (pause). (Interview 1 1994, TU: 65)

Having a positive nature and being bright and cheerful - no matter what was another comment from all eight teachers which they identified as a
characteristic of a kindergarten teacher.
MAGGIE: I think it's just the kind of people we are though, you know.
Like kindergarten teachers are - you smile no matter what. Your
whole world is falling down around you, your husband'sjust left, your
kids have run away from home, or something, but you're still smiling
saying "Hello what a lovely smile you've brought today", you know,
drippy things like that. You just do it. I think it's just the kind of people
we are. You just do it - or in any service industry - and you have a
smile. It goes on in the morning and if you need to you take it off at
night but the smile stays there all day. You don't go around looking
grotty or feeling grotty. You go around with a very positive attitude
no matter what is going on. (Interview 1 1994,TU: 148)

The positive person that a kindergarten teacher becomes in their job carries them
through all the negative and difficult parts of the job - or that is the theory:
MAGGIE CONTINUED: I have noticed more and more lately though,
talking with other staff, that more and more negative is coming into it
and it's all to do with stuff that's out of our control . But people still
have funny stories to tell about the children, you know, what I mean?
Those things still stay the same. But I do think it's who we are.
Probably women industry that we are - like nurses too. I mean they've
practically got to be dragged through the mire before they'll go out
for any industrial action for themselves. So again, I think, it's women.
It's the kind of service industry. You're there because you want to
help people and you tend to put other people first. I know it's pukey
but you put other people first. You know it's sick but you do and
whereas you know a wharfie wouldn't, you know. I mean look at the
incredible wages they've earned over the years because they don't
put up with any rubbish. But they're not silly enough to be a
kindergarten teacher either are they? I think it's just the kind people
that are attracted to the work and that's probably why we've been
stomped on. (Interview 1 1994,TU: 149)

By 1996, however, Nikki and her teaching partner had decided that it did not
do anyone any good to maintain the illusion of being positive at all times and
were introducing some 'real' feelings through the day to both the children and
their parents:
NIKKI: I'm probably [a] more happy disposition at work than I am at
home because you're sick of smiling and saying how nice it is (laugh)
(pause). But you see over the years we've got to the stage when we
don't just smile all the time. If we feel upset or angry or tired or
whatever we will express that to parents (pause). We would never
have done that years ago, never ever. It just wasn't the done thing
but [teacher] and I both decided that we had to show us as human
beings, that we were people and we did have worries and we did
have concerns and, yeah, so, we probably don't smile all the time
anymore yeah and give that false image .... Parents will say "Oh,
you're looking tired. You've had a bad night?"and you can say "Yes,
I've had a shit of a night" or "Yeah one of the kids was up all night" or
whatever (pause, or "We had visitors who stayed late" or whatever
but it's far easier to express your feelings or "I'm really grumpy these
kids have been absolute (*!*) today " and you feel quite comfortable
saying it "I've had a razzmatan on the mat" or whatever. (interview 2
1996, TU: 171-173)

Recognition that kindergarten teaching is a predominantly female
occupation which contributes to the downgrading of kindergarten teadung's
professional image in the eyes of the community was generally agreed to by the
teachers. However, this gendered nature of the service was seen as both its
strength as well as its weaknesses. The sort of people who become kindergarten
teachers - predominantly women - create the strength and the 'best bits' of the
job. However, the teachers felt that the Government and the employers relied on
this to maintain low wages and h s was reinforced by the general lack of
understanding from wider sections of society who.had little to no understanding
of a kindergarten teacher's job:

MAGGIE: I think being a woman and being in a majorily woman
industry has kept the professionalism and the (pause) conditions and
the whole kindergarten teacher package exactly where it is. We talk
about how to be taken serious as professionals - well, we must be
kidding ourselves .... We're at the bottom of that heap and I think a
lot of that is largely because we're a predominantly female industry.
Because as women we put other people first, you know, that's what
we do. We would never have the children suffer because of what we
perceive to be an injustice .... So, you know, that's all a huge influence
on who we are and what our industry is made up of and it will always
be that way (pause) .... I mean they, the powers that be, are lucky
that this is a women's only industry. Otherwise it wouldn't be as good
as it is and the children wouldn't get the incredible quality that they
do get now. So again it's a catch-22 (pause). [Interview 2 1996,TU: 207)

The teachers had very similar stories when they talked about why they
chose to be a kindergarten teacher and these reflected the gendered construction
of girls' schooling. The realities of schooling and work opportunities for the eight
teachers involved in this study were very similar to teachers' i n t e ~ e w in
s other
studies, for example, Middleton, (1985,1989,1993,1997) and Middleton & May
(1994), despite the difference in generations and ages (suggestingvery little real
change for women and girls up to and through to the 1980s). When reflecting on
why they became kindergarten teachers, the subjects the teachers took in high
school were consistently raised. For both the older and the younger teachers, the
predominance of art and social science subjects in contrast to science and maths
subjects was a large factor in the types of jobs their career advisers, parents and
they, themselves, looked at. The list of secretary, nurse or teacher was raised by
seven of the eight teachers, with the eighth including other health professional
options which she had to eventually rule out due to her school subjects. Maggie
and Elizabeth provide examples:

MAGGIE: In those days it was a choice of teaching, nursing or
secretarial really and since I hadn't taken a secretarial course that
nailed it down some. Had a look at the nursing side of it. Didn't like
the blood and that seemed to go with it .... the next option, you know,
secretarial was out. Nursing was out all that blood and stuff, so
teaching was in. (Interview i 1994, TU: 7,17)
ELIZABETH: When I became a kindergarten teacher the choices for
'girls' that was inverted commas (laugh) were probably more limited.
I mean not that anybody said "You can't do this" or "You can't do that"
but it was sort-of the end of the era where everyone became
teachers or nurses and that sort-of thing so (sigh). I mean, I don't
remember ever having pressure on me to do one thing or another
and my parents were always quite happyfor us to do whatever we
felt like doing but I think that mind set was probably (pause) there.
Like you sort-of looked more favourably on some careers. I mean, I
don't remember ever having a burning urge to be a mechanic or a
coal miner or any of those sorts- of macho things (laugh). And I don't
like getting dirty - you wouldn't know it (laugh). Because I'm a woman
I value those things about being sort-of nurturing and being with
people and those sorts-of things. I think of them as strengths of mine
that I probably looked towards something where I would be able to
use those things as well (pause).So there you get the old teaching
and nursing and (laugh) .... I think in the public perception
kindergarten teaching is a lovely little woman's job (laugh) and
certainly, you know I mean, when I went to college that was at the
end of that era when kindergarten college, as it was in my first year,
was very much a little finishing school. You know, in the 60's and that
it was like a finishing school where the rich people sent their
daughters to in their pearls and their twin sets to become
kindergarten teachers until they married a farmer. I think it was
changing a little bit by the time I got there - I never wore any pearls
or twin sets and I wasn't rich (laugh) .... I mean teaching as a whole is
really still seen, I think, by the public as a women's profession mainly
because you know the majority of us are women and especially in
early childhood. (Interview 2 1996, TU: 29)

The motives of others who had gone to the kindergarten college at the same
time - to this 'finishing school '- were raised by several of the teachers. Laura
sums up this position:
LAURA: There were heaps of girls when I went to college that
basically would have been sent there for finishing school. Very
interesting (pause). "I'll make them a good mother if they go to
something like kindergarten" .... There was ... about four girls from
Queenstown/Arrowtown way who were there for finishing school from
wealthy parents .... They crapped out most of them but it really was [a
finishing school] (pause) .... Basically was their parents choice not
theirs (pause). I mean perhaps finishing school is a bit of a grand title
for it but you know just really there so that their children looked as if
they were doing something (pause) ... they wouldn't have gone to
University .... Perhaps they failed to get into anything - so, woopsy,
here they ended up at kindergarten college. (Interview 1 1994, TU: 55- 61)

However, for Lynne, a decade later, while the group of women she trained
with had changed dramatically in terms of age, experience and qualifications, her
own schooling experience had repeated the pattern of her teaching colleagues of a
decade earlier:
LYNNE: We had quite a varied group. Ah, a lot more varied than

[head of department] had ever struck before. I think we had 'solo
parents' which was, you know, it was a bit of a knock for [head of
department]. She couldn't handle that very well. [Lynne's flatmate]
went through her divorce while we were at college and ... she
decided that she was going to be called Ms. Of course that didn't
really do a lot for [head of department] and then we had another
couple of, ah, people in our year who were predominantly older than
the rest of us. And so [head of department] found that a wee bit
strange too because these ladies actually chose to come back and
do this training after they'd had their children and she wasn't used to
that. It was the first time she'd had a varied group who had quite a
wide range of life experiences and quite a wide range of ages. I think
we only had one person in our year who had come straight from
school which is what they were used to having. We had several

people who had already completed their degrees. It was just a
different year. I mean it was the beginning of many different years
but it wasn't what [head of department] was used to. Up until then,
they'd pretty much all been young females straight from school,
maybe in [name of town] for their first time. Whereas our group was
quite a varied group. (Interview 1 1994, TU: 31-33)

This change in the make-up of the group, from girls straight from High
school, or those 'filling in between school and marriage', signalled a new approach
for kindergarten teachers and one which was to make an impact over the 1980s
and 1990s in the kindergarten service and the early childhood sector as a whole
(see Chapter Two).
What continued to be repeated in all of the teachers' stones, whether they
were talking about why they chose kindergarten teaching, why they continued
teaching or what they wanted to do with the rest of their lives, was the centrality
of work with the children.
Kindergarten teaching is about children. All eight teachers, in discussing
why they continued to teach and what their satisfactions were, repeatedly
returned to the children and their relationships with them.
JUDITH: So what then are the rewards for you of teaching?
JOSIE: It's just the kids .... Basically it boils down still to the kids. They're
the ones that you're going for .... It's just still satisfying to see kids
achieving things (long pause) .... I think I just enjoy working with the
kids and the parents. They're still a bonus as well. (Interview 1 1994, TU: 146147, 284-289)

JANE: Seeing the children from the day they start to the day they go.
Seeing the progress they make (laugh) or they don't make. Hopefully
it's the progress they make (laugh). But it's probably being involved
with the whole, you know, the child plus the families. (Interview 1 1994, TU:
267)

Margaret saw the relationships with the children as the reason she kept
teaching, despite all the other negative aspects of the job. For her, the satisfaction
of seeing the children grow and develop had become something which she was
really 'hooked into':
MARGARET: I like the contact with the children and the families. I like
the people. I like the children. I like the parents. I like that side of it
and I like to see the child from the day that it starts and then the day
that you send it to school. I like to remember and look back and think
"Oh yes", you know. You can see children maturing. You can see it
(pause). There's something about it. It just, oh, you just get hooked
into [it] really don't you? It becomes everything. You eat and you
sleep it and you're always looking for challenges. You're always
looking to ... better your centre and to make it better for the children
and make it the best (pause). You've always got that sort-of dangling
a carrot or something dangling there to keep you going .... It's a pretty
interesting sort-of a job really. You know, it's no two days are the
same. It's quite challenging but it is rewarding (long pause). I just
think of all those hundreds of hundreds of children that have gone
through the system.
JUDITH: There'd be a fair few that you've had in your time?
MARGARET: I know (pause).Even like just in the holidays we went and
got our groceries at Pack'n'Save and we were standing outside
waiting for [husband] to come and pick us up and [daughter] was
with me and I don't think she could get over it. I met about five
kindergarten families and just the reaction of the children. You're like
some sort of royalty or something ... when they meet you on the
street, and, you know, the look on their faces as if you would be
buying groceries! "What on earth are you doing here?" you know, it's
sort of, you know, just the face tells it all doesn't it? It's neat to meet
up with children that you've had through the centre .... So, you know,
there are heaps of rewards like that.
JUDITH: So they make up for the negative bits?
MARGARET: You soon forget about the negative things, don't you?
because the positive things outweigh really - all boiled down - they

still outweigh the negative things. Otherwise I wouldn't still be in the
job. (Interview 1 1994,TU: 294,489-494)

Similarly, for Elizabeth putting the work in, and having a long-term
connection with children was a key factor for her continuing to teach:
ELIZABETH: The basic job satisfaction as I was saying it's the
relationships with children. [This] is still the most important thing to
me .... It's really important to me that you've got good working
relationships. The relationships that you make with the children, I think
probably, that's still the basis, you know. Just getting to know them
and being able to have a joke with them and having them come and
tell you when things aren't going right or, you know, really happy when
things are going well. And it's just, you know, them seeing you up
town. I just had a wee girl who went off to school before Christmas
and I saw her in the Christmas holidays and she just saw me and she
just walked up to me with her arms wide open and went 'Elizabeth!"
and gave me this big cuddle. It's just you really feel like you mean
something to them and you do. I mean they forget you after about
two years but at the time you really do mean something to them and
you're quite an important person in their life and it's just nice to feel
that you've got that influence and that you are important to them. I
mean they're important to you as well and I think it's just probably that
feeling that they really like being there and like you and I like to be
liked you know. I don't like to be unpopular (laugh). Could never work
at the IRD or ACC (laugh)or anything like that. My heart just wouldn't
be in it (laugh). (Interview 1 1 194,TU: 128,132)

When asked what she liked most about teaching, Nikki stressed the
relationships aspects of her work:
NIKKI: People (pause). People and the children basically. Yeah, that's
probably why I'm there. I like having some say in some children's
education and have contact with the other adults (pause). Yeah,
and the mutual respect between from that I think. (Interview 1 1994,TU:
223)

Two years later Nikki's satisfaction in her job still centred around relationships:

NIKKI: I think a lot of it is the same as I've always felt. That when you
see the children achieving you feel as though you've achieved.
When you see happy parents you get that feedback and I think a lot
of it is based on positive feedback from people not necessarily
verbally but maybe in some form or sign. Or just in seeing the parent
say "Oh so-and-so is really happy". Just little things like that and
probably that's how you gauge your success and satisfaction (pause).
(Interview 2 1996, TU: 509)

Focusing on the teaching challenges with the children has been another way
that the teachers have maintained their enjoyment and satisfaction in their work.
For Lynne it was working with children with special needs, and for Elizabeth
children with English as a second language.
JUDITH: The things that you like best about teaching - have they been
consistent through the years?
LYNNE: Yes, I think they have actually. Yes, they have been
consistent and I mean I still get really excited about things that we do
and things that happen with the children and different things that we
do within the programme. And different special needs - so called
special needs - children that we've worked with over the years. I've
got a real interest in children who have autistic tendencies and
worked with quite a few in recent times. I had a few children that
have had so called 'multiple special needs'. You know, quite a lot
have multiple special needs. You know, those children that really do
have a hard time in the world and that's just so fascinating. Just
fascinating and just so rewarding because their small steps seem like
giant steps to mankind and that's really exciting. The families that
we've worked with in that area have all been very different from
each other but all been really, really appreciative of the things that
we've done with their children and that they have done with their
children throughout the kindergarten, you know. It's been exciting for
them and possibilities that they didn't think were perhaps possibilities
that ... the child has realised. All the children we've also managed to
find positions so they could be mainstreamed into a classroom which
is, you know, a fairly unique battle in itself so that was really exciting,
especially in the last four or five years with children that have had

quite individual special needs - quite challenging (pause). So I still
really really enjoy that and I've met a lot of interesting people in the
area of special needs and done a bit of extra study in that area so I
really enjoyed that (pause). I still really enjoy the children full stop.
(Interview 1 1994a, TU: 186-187)

JUDITH: in your last interview you talked about how working in
[kindergarten's] area was one of the great satisfactions. Is it still?
ELIZABETH: It is, yeah, I mean as I said, there are frustrations as well.
Things like having children that don't speak English which makes it a
bit frustrating when you first get to know them. But at the same time
it is so satisfying watching their language develop and getting to
know them and things like that. But yes, when you know when you're
first sort-of presented with this four-and-a-half year old who doesn't
speak English - "Oh, teach him English before he goes to school
please" (laugh)you think "Oh, fine. They didn't teach me how to do
this at Teachers College" (laugh). Just luckily four- year-olds are very
good at picking up languages (laugh). So, yeah, it's not really a great
big problem. Usually the first few weeks, you have a few
communication difficulties, but they very quickly pick up what's going
On. (Interview 2 1996, TU: 194)
While both Nikki and Josie verbally undervalued the impact they had on
children and the worth of their work with children, their work with the children,
however, was the key to their teaching satisfaction:

NIKKI: Well it's not for money. Probably (pause) for personal
satisfaction. I like to do something and I like to do it well. I like to
know that I can achieve and even if it's just a[n] insignificant job like
kindergarten teaching which doesn't have any dramatic effects on
anybody not that people can put their finger on it and say "She has
learnt that at kindergarten or that child has learnt that at
kindergarten". They don't see that (pause). When you go to high
school people will say oh yeah they have had really good high school
education. But they don't actually say (pause) that it started at
kindergarten .... So, I think it is because I feel as though that as long as

I'm doing such a insignificant job, um in terms, not in the way I see it,
but in terms of how it is judged in reality, yeah I like to do it well
(pause). (Interview 2 1996,TU: 54-59]
JOSIE: I think it's nice to know that you're contributing to people's
education and helping people (pause). It's when you sit back and
think about it it's quite a good feeling to know that you're doing
something quite important (pause). You know, it might only be a
minor thing but you are still doing an important job so you've got to
congratulate yourself that way (pause). (Interview 1 1994, TU: 239)

While this study has been about change - education refoms and the
resulting change in the kindergarten service - the change has been full of
contradictory outcomes. On the one hand, as already explained, the teachers have
found the change exhausting, overpowering and difficult. However, the concept
of change as a teacher is also a positive concept. The teachers, when discussing
their views and feelings on being a teacher, highlighted the importance of change
and growth, of keeping up with new theories, new ways of doing things. The
reforms themselves, in several cases, had been the impetus to re-evaluate how the
teacher's own teaching was going and to begin new ways of working. In sum, to
continue to change with the changes was a way of growing as a teacher and
maintaining satisfaction and a sense of pride in being a teacher:
MARGARET: And so I think to stay in the profession, you've got to
change. You've got to be prepared to, you know, you've got to be
prepared to make adjustments and to listen. I'm still learning. I'm still
learning. Every day you learn something and you've got to be
prepared to do that otherwise it will be so stale and not a stimulating
profession to be in (pause). It wouldn't. (Interview 1 1994,TU: 318)
NIKKI: I'd like to think that I'm progressive. And I have this fear that I'm
going to become an old dodderer who doesn't change (laugh). So I
probably am a vessel for change. Yeah, so yeah,[the reforms]
probably has provided the impetus .... 10 to 15 years ago I would
never have thought I was a vessel for change. I always thought I was
very conservative - a person who sat and just did what you had to do

and probably for that reason the job held little challenge for me. But I
must admit that I have, hmmm, developed and changed over the
years and I like to think that I would continue to do so. (Interview 2 1996,
TU: 77)

In terms of identification, or sense of 'who they are', seven out of the eight
teachers all described by 1996 how they no longer identified as strongly as a
kindergarten teacher as they had in their earlier years of teachingn. To help the
teachers describe their sense of how much of their lives they identified as being 'a
teacher' and how much of their lives were other constructions, such as 'mother',
'partner', 'wife', 'student' et cetera, we used the idea of a pie. The teachers
reflected back over their teaching years and allocated sections of the pie. What
was noticeable was the immediate diminishing of the size of the segment of pie
for 'teacher' from the early 1990s onwards. As other stories of the teachers have
described, the roles and responsibilities, the tasks and the personal regulation all
increased in the teachers' lives. One of the reactions to this was to develop
strategies to cope with the changes, and the 'shnnking segments of the pie',
despite the fad that teaching took up more of the teachers' actual time and life,
was a key one for the seven teachers:
MAGGIE: Oh right, it would be smaller than it was. A shrinking pie
because my own personal life [is] wider and I've got more interests
outside of teaching. Whereas before in the early days ... you know,
you'd spend weekends doing resources and at the kindergarten
getting things set up. All that sort-of stuff then your priorities change
.... No it's a shrinking pie and I get quite bitter and twisted when I'm
expected to front up outside of working hours just as a matter of
course. Where it's expected and not a "Would it be possible if?" and
'Terribly sorry to ask you but?"and 'Thank you very much for coming".
When it becomes expected I get a little bit irked because some
people think we get paid for it which of course we don't, and I've

The eighth teacher, once again the reliever, had become more heavily involved in teaching as
she had gained a long term relieving position and thus was identifying more with teaching than
she had in the preceding years.

become a little bit mercenary over the years but my time is so much
more valuable to me personally than perhaps it was when I was
younger. But I think that's healthy but you know I would hate to think
that my teaching or any job was the focus of my life at my age.
(Interview 2 1996, TU: 181)

LYNNE: My teaching career, thankfully, is still only a third of my life
(laugh). There were a few years before that where it would've been
quite true [was most of life]. But, no, I don't think that my teaching or
the aspects of [it] that are involved in my professional life are all
encompassing. I think it's one facet of my life and because I live in a
small place like [name of area] everybody else thinks it's your entire
life. (Interview 1 199413, TU: 46)

Theme Summary
Being a 'kindergarten teacher' had changed dramatically over the years that
the teachers had been involved in the kindergarten service. As discussed in other
themes, the demands had increased on the teachers' time, both professionally and
personally. However, the characteristics of those who succeeded and stayed in
teaching carried the teachers through these times. This theme has discussed the
personal qualities which the teachers felt kindergarten teachers had, for example,
the 'X factor', the willingness to change and the ability to always see the positive.
Once again, the relationships with the children, and the worth of the work with
children and families was the centre to the constructions of being a kindergarten
teacher. Without this 'love' and 'enjoymentf or 'focus', the teachers were critical of
those who, from the early days, would not make a good teacher, for example,
"the twin-set-and-pearls brigade".
A key strategy to maintain a sense of satisfaction and purpose to their

teaching day and their sense of worth in being a teacher was to reduce the
amount of personal investment they made into their construction of 'being a
teacher'. This was consistent with their professional discussions to reduce the
amount of work and time they put in on a day-to-day basis in the kindergarten,

and in putting in place strategies to minimise the intrusions into their home
spaces.
The next theme draws on the stories of the teachers' views on their future
and the future of the kindergarten senrice.

TEACHING AS A FUTURE OR TEACHER FUTURE

The worst scenario would be still where I am (pause) .... I'm
always being told if you want to know where you're going
be in 70 years look at somebody else who's done the same
job as you IO years on. One teacher turned 60 the other
week. That's terrible sitting on the edge of the sandpit at
60 - yuck. Maggie
The theme 'teaching as a future or teacher future' signals the complex issues
which were involved in the responses from the teachers with regards to their
plans for the future. I have used the two terms to signal the tensions and conflicts
between the perceptions of the job - teaching - as the individual's future versus the
teachers' descriptions and explanations of their own futures, which may or may
not include kindergarten teaching. When asked about their future plans the
teachers had great difficulties in answering this question.
Firstly, looking long-term was not a characteristic of this group of teachers.
As the teachers participated in the 1994 and 1996 interviews, any question which
asked them to reflect on their decision making at various times, or to discuss their
plans or ambitions and goals raised similar responses, that is, not looking longtern. It would be easy to speculate that this was a response to the experiences
arising from the reforms, however, as the teachers reflected back on their early
teaching careers this was a pattern they recognised that had been consistent
during their teaching time.

NIKKI: No, I don't look that far ahead. I take each term and each year
as it comes and each year comes and each year goes and it has
different challenges and different things. I still take it as it comes. I'd
hate to look that far ahead. That's horrific. That's a scary thought,
really scary. (~nterview2 1996, TU: 570)
JANE: No, I must admit I sort of take things as they come, so really it
was just the job in hand at the time (pause).Yeah, I really don't
remember looking long term at all. And I mean probably now I don't
either really (pause). I mean as long as I enjoy what I'm doing. I would
perhaps look for change but nothing saying "Well, I want to reach
here". I'm not really a goal-setting person. I mean, I set goals within
what I'm doing but I don't look to be climbing the ladder all the time
.... I don't look and say "Well [in] five years I want to be at the top of
my job" - no I've never really felt like that. (Interview 1 1996, TU: 253)

What made looking long-term difficult for the teachers in 1994 was that the
future for the kindergarten service as a whole looked bleak. This affected their
thoughts about the future as not one of the teachers felt secure in their jobs any
longer as kindergarten rolls began to fall and the philosophy of kindergartens
being financially viable stand-alone units saw staff jobs threatened as a response.
Where once teaching was perceived to be a secure job, by 1994 the teachers no
longer saw it as such. However, it was also hard for all but one of the teachers to
see any other options:
MAGGIE: See it was always a very secure job wasn't it? I mean
teaching. You were there for life and we probably all always thought
that too. We knew things were a bit rocky this year but we didn't
realise that it would actually go to the wall I don't think (pause). I
don't think we realised that jobs would actually be lost until [name of
teacher] has lost her 0.6 then we started to realise that was a reality
and then Auckland [association] went bust. Well 1 think [we] started
to realise then that things were crumbling. And you hear teachers the moral is very low - and you can hear a lot of them, especially the
older ones, are feeling trapped. They're probably right. For those for
whom it's not a secondary income, they are the ones who are
trapped and feel that they've got no control. And there's no point in

looking at the private sector because there's even less security out
there than we've got now. (Interview 1 1994, TU: 23, 131)

At the same time the teachers could see that the sessional programme under
which the kindergartens where operating78 was no longer meeting the needs of
children. So out of concern for children as well as concern for the future of the
kindergarten they could see the need for changed structures:
JANE: It is just interesting to see where it's going to go. You know, 10
years down the track - where will we be? Will we have
kindergartens? I think about that sometimes. In the future, what 's
going to happen? Will there be such things as kindergartens? Will
that sort of be a thing of the past? Will sessional type programmes
go? Are we meeting the community's needs by having those?
We've got a lot more parents working who have to use childcare
and kindergarten. Should we be providing an all day service? So
yeah, I have thought about that sort of thing. I've even gone to the
thought of thinking that perhaps if kindergartens close down I could
buy the building and keep my own one up there [suburb]. Yeah, yeah
I have thought about that a few years ago talking about
kindergartens might not be kindergartens. But perhaps do something
myself. (Interview 1 1994, TU: 495)

The concern that the teachers expressed about the future of kindergartens
presented them with several conflicts. Firstly, all eight teachers firmly believed in
the kindergarten philosophy of 'free' access to all children, and opposed the 'userpays' trends towards fee-paying, stand-alone viability for each kindergarten, and
placing quality provision under threat due to reduced real-funding (see other
sections of this thesis). For Elizabeth, Jane and Nikki, they did not see starting
their own centres as an option while the public system was still available.
However, if, kindergartens were to cease their operation, they discussed that they

- 11.45 am) and three afternoon sessions
(12.45 pm - 3.15) per week. There have been significant changes in session times since these
interviews.
78 At this time, it was still five morning sessions (8.45 am

could take over the kindergartens and run them privately - but this would
necessitate becoming a fee paying service.
NIKKI: Well, I'd like to think that kindergarten service will be around for
a long time. I think it needs to be. If they shut them down I think the
potential would be there for someone like [teacher] and me to put
forward a private kindergarten on our own terms .... But we haven't
actually done anything about it. We wouldn't do anything about it
while there's a public system. (Interview 2 1996, TU: 464-465, 469)

The prospect of owning their own centre was very appealing to four of the
teachers. They envisioned that this would allow them to continue to do what
they liked best - that is, working with children and families - while removing

many of the other aspects of the jobs which they found distressing and stressful working under an association and senior teachers. But the belief in the
kindergarten service and its philosophies made thinking about taking up a
privatisation option difficult.
ELIZABETH: I've toyed with many things [for the future], one of them
being opening a private kindergarten. Isn't that a terrible little turn
coat and wouldn't the National Government just love me (laugh).
That's one thing that puts me off - playing right into Locky'P hands.
He'd just love it (laugh). I've got a friend who's done it in New
Plymouth and I look back enviously at her little situation of ... 20
children and two trained teachers and no association (laugh). Bless
them (laugh). You think, yeah, if you did it on your own, what could
you do with all that money. I'd become, probably, a really good
advocate of bulk funding then (laugh). I'dbe having overseas
holidays, building myself a new house (laugh) .... But I do have quite
big dilemmas over it and one of them is that playing right into that
whole private enterprise, you know, free market sort of thing. And the
fact that the children that would be able to afford ... aren't
necessarily the families that I feel that I could do the best for so
(pause) it is awkward. (Interview 1 994, TU: 287-291)

79~ockwood
Smith was the Education Minister at this time, and he was commonly referred to by
the teachers as Locky (not a term of endearment however!).

For Elizabeth working with the families who would be the least likely to use
a fee-paying private centre was her main satisfaction. This presented her with a
contradiction that if she opened her own child care centre in an area it would have
to be where the parents could pay the fees.
ELIZABETH: I know for myself I could get that independence. I could
get better teacher-child ratios, more self determination but I would
lose the fact that I get to teach working-class kids - get a big buzz out
of working with [them] and playing into that free market sort of ideal
which just goes against the grain. (Interview 1 1994, TU: 293)

One teacher, however, did take the step and by 1996 had established her
own centrego. In 1994, she had begun to reflect on a change of direction for herself
that would keep her in teaching and at the same time address a need for another
early childhood centre in her area:
Teacher: [I] sort of wonder - is it a time for a change? I'm not bored in
my job and I mean there are heaps of challenges out there. I mean I
could sit there [in the kindergarten] for long enough. Should I just
keep doing that? Or, you know, the thought that has been running
through my mind ... there's probably a need to have another ... early
childhood centre. Do I stick my neck out? (Interview 1 1994, TU: 355-360)

By 1996, the Teacher's child care centre had opened.
JUDITH: So why did you move out of the kindergarten service into your
own centre?
TEACHER: I'd been to a head teacher's meeting with the kindergartens
that had 45/45 [roll numbers] and we had this meeting and the area
[where she has set up her centre] have always had high waiting lists
.... At that meeting the [kindergarten] association were there and it
would have been the parents from [name of kindergarten] that said
"Well, we need another kindergarten in this area" and that sort-of
started things because the Association said "Well look, you know, the
funding is not the same as what it used to be. It's not so easy to
establish and it just costs so much money now .... There's just no
To further protect this teacher's anonymity her name will not be attached to her story.

possibility of us having another kindergarten in this area". And that
sort-of started me ... and then you [Judith] coming down [to do the
1994 interview] and starting talking about [someone Judith knew
who started a childcare centre] well , that sort-of started it as well ....
I think that I'd been [at the kindergarten] there for 12 years. It had
become more than a job really you know. And the pressures of what
was expected had become great ... Actually I thought I would be
there forever .... But, you see, it did happen (pause) .... We're building
up a saleable business too, aren't we? (Interview 2 1996,TU: 142-148)

So, this teacher had been able to reconcile the tensions and move on,
enjoying the work with the children and families which had always been her
satisfaction while removing many of the negative stresses - primarily the large
group sizes and the association issues. One point which the teachers did seem in
agreement on however, was that they could NOT see themselves still in the
kindergarten at 60 years of age, and they worried about this as a prospect:
LAURA: Actually, I'm just sort of re-evaluating that now. Really my
back going out really made me realise that this perhaps isn't a job I
can do for 20 years. I've always been really critical of old
kindergarten teachers, like it is, well they're far too bloody old
anyway. They wouldn't have a clue. Then on the other hand I'm
arrogant enough to think that my immaturity which I see as a fault will
probably see me through because I'll still be immature when I'm 60.
(Interview 1 1994b,TU: 10)

MAGGIE: [discussing the future] The worst scenario would be still
where I am (pause) .... I'm always being told if you want to know
where you're going be in 10 years look at somebody else who's done
the same job as you 10 years on and it's true. One teacher turned 60
the other week. That's terrible sitting on the edge of the sandpit at 60
- yuck. But, you know, what else is there? (Interview 1 1994,TU: 140-141)

In discussing their future plans the teachers were clear that any job
'advancement' or sideways move that took them away from the children was not
something that they were interested in at the time of their first interviews in 1994.

ELIZABETH: This is the thing, I mean, you can sort of be ambitious to get
on ahead ... and even now I think well maybe sometime I might think
about ... going to college for a year and doing that, but you know it is
still getting away from what I'm actually interested in doing and I just
don't know how well I'd handle it. And you know [another teacher's
name] who's been in there for the last year I don't think she's found it
that great being away from kids. (Interview 1 1994, TU: 126)

LYNNE: Not at all interested in working with lots of adults. No 'cause
as far as I'm concerned the bonus things is still that age group. So no,
the idea of going on and I mean I have had opportunities to do so quite a few really (laugh). And people marvel at the fact that I never
changed jobs. But, no, I mean there have been several other things I
could have done, you know, ... but, no, I'm just not really interested. I
don't want to work with a lot of adults (pause) .... I mean all the things
that I don't like about this job are just as evident in those in other
positions working with adults. (Interview 1 i994b, TU: 42)

Lynne had even contemplated moving out of her head teacher role into a
teacher's position so that she could 'ground' herself in the aspects of teaching that
she really enjoyed:
LYNNE: I still really enjoy the children full-stop. l enjoy providing
interesting environments. I really like to source things out and I like
that aspect, yeah, I like creating things. I really enjoy that aspect of
the job. I mean never get sick of the way of the building or changing
things within a building or making things interesting or working with
the children to adapt or change things - can do that till forever. I
thought quite seriously recently that I really should think about maybe
taking a teacher's job. In the head teacher's job there's no challenge
in it any more because it is just shuffling of bits of paper. Really all the
things that I've enjoyed, really enjoy doing I could do much easier
within the realm of being a teacher (pause) .... and then I could just
do the things that I wanted to do and I would quite enjoy it. l would
still get a lot out of that. (interview 1 1994a, TU: 187)

However, the strongest reason for staying where they were in the
kindergarten was the relationships they had with the children and the sense of
satisfaction which they gained from their work with the children.
ELIZABETH: I absolutely can't imagine myself doing anything else
(pause) in my wildest dreams. Isn't it funny? I've never seen another
job that I've thought "Oh I wish I did that". It would be nice to have a
job that was a bit more travel - a bit, a bit more, a bit of travel involved travel. Yeah, I get to travel down to the other end of town
every day but something like that. No, firmly entrenched in the old
early childhood world you know (laugh). (Interview 1 1994, TU.: 295)

However, all teachers remarked that they would not be able to continue teaching
for 'always' and as Laura sums, they hoped they would know when it was time to
move on:
LAURA: But, yeah, I don't know whether it would always be with
children. I hope that somewhere along the line I'm wise enough to
know when to get out. (~nterview1 1994b, TU.: 14-16)

Theme Summary

In discussing their futures the kindergarten teachers found it difficult to
separate their own ideas from the future of the kindergarten service. In 1994, the
status of kindergartens, as they had been historically, was perceived to be under
threat. Changes to meet parental needs, such as session times, were being
discussed but the financial aspects appeared to be the most threatening kindergarten closures and job losses were being routinely discussed. While
teachers themselves had difficulties in imagining themselves as doing anything
other than teaching, however, they did not still want to be sitting on the edge of
the sandpit at 60 and hoped they would know when to leave the service.
What the teachers would do in the years between their present age and
reaching 60, however, was a mystery but they hoped that whatever they did do
they could stay related to the aspects of the kindergarten work that they enjoyed,

that is, the work with the children and families. The option of setting up a child
care centre as a response to the closure of the public system, or as an alternative
position in early childhood, presented the teachers with philosophical conflicts.
The one teacher who did begin her own centre, however, articulated at great
length the benefits of having done this. She had been able to maintain the things
that she personally enjoyed about kindergarten teaching while leaving those she
did not behind.
By 1996, four of the teachers had changed their positions from their 1994
i n t e ~ e w with
s
one on maternity leave, one working for a professional
development provider, the reliever in a long term position, and one owning and
operating her own centre, thus their immediate futures had become different
from those that they had imagined in their 1994 interviews. The kindergarten
service, however, did not appear to be so fragile by 1996, and the teachers who
remained had begun to feel more confident about their employment within the
service.
CHAPTER SUMMARY

The impact of the education reforms and the changes to the kindergarten
service were experienced personally by the eight teachers in the study. Their lives
were reshaped and remade in a 'remaking of the kindergarten teacher',
personally as well as professionally. Fitting in all the increased demands meant
the teachers' families and partners were required to fit in also. Between 1994 and
1996, the teachers decided to put limits on the amount of intrusion into their lives
from their increasing role as a kindergarten teacher. They worked on strategies
to minimise the work that came home; to limit how available they were in out-ofwork hours; and to deal with the stresses and worries by increasing other
interests and activities which took them and their mind off teaching.

Consistent with their professional strategies, the teachers also began to
reshape their constructions of who they were and what they, and their families,
were prepared to do in the new education climate.
The eight teachers' future plans were tied up with the future of the service as
a whole. While they wanted to see the public system continue, they also could see
the need for a change to the system to meet the needs of children and families.
The option of starting their own centre was fraught with philosophical difficulties
for the majority of the teachers. However, for the one teacher who did start her
own centre, her experiences of maintaining the things she liked best about
teaching while getting rid of those she did not, was a satisfactory resolution of her
conflict of interests.
All eight teachers shared agreement on who or what makes a good and
successful kindergarten teachers, and to be "still sitting on the side of the sandpit at
60" was not one of these things.

Chapter Nine

DISCUSSION AND CONCLUSION
People know what they do; they frequently know why they do what they do; but
what they don't know is what what they do does. (Foucault, cited in Dreyfus &
Rabinow, 1982, p. 187)

INTRODUCTION
Tracing policy change in education without listening to those it affects the
most only gives us one side of the story. While numerous policy analyses have
helped highlight the intention and some of the 'hidden' agendas behind policy
documents and their construction (Codd, 1989,1990a, 1990b, 1992,1999; Codd &
Gordon, 1991; Codd, Gordon, & Harker, 1990a; Codd, Harker, & Nash, 1990b,
1990c; Codd & Sullivan, 1997; Lauder, 1987,1990,1991,1993; Lauder, Hughes,
Waslander, Thrupp, McGlinn, Newton, et al., 1994; Lauder, Hughes, & Watson,
1999; Lauder, Middleton, Boston, & Wylie, 1988; Marshall & Peters, 1990; Olssen &
Morris Matthews, 1997; Peters, 1993; Peters & Marshall, 1990; Peters, Marshall, &
Massey, 1994) it is when we listen to the accounts of those who deal daily with the
realities of implementing these policies that we can begin to see a fuller picture.
This thesis presents the 'insider' stories which contrast with the 'outsider' or
'official' versions of the changes to the kindergarten service over the past decade.
The teachers in this study talked widely in terms of reform and change in the
kindergarten service, from the social and economic changes which had
dramatically altered the cultural context within which they worked, through to the
latest changes coming through their mail-box, for example, policy re-writing,
charter reviews, job evaluations. So, the reference to reforms, policies and
changes, discussed in this thesis encompasses, a wide spectrum of change over this
historical period (1984-1996) (See Appendices M and N).
The previous three chapters of this thesis presented the stories and
perceptions of the eight kindergarten teachers. These teachers stories were drawn

from their teaching both before the 'roller coaster ride of reforms', with the
election of the Fourth Labour Government in 1984, through to their experiences
of teaching over the interview period 1994-1996. These chapters have presented
the eight kindergarten teachers' stories within a thematic analysis drawn from the
ideas of Foucault and feminist post-structural discussions on identity and
subjectivity. Categorising the interview material and presenting the teachers'
stories in themes I have deliberately moved these stories from one of straight
recording and description to a narrative involving further reflection, discussion
and interpretation. Description of the teachers' stories by itself without
interpretation, I have argued, is not enough to disrupt dominant discourses or to
move on from offering only traditional positions for the kindergarten teachers.
As discussed in Chapters One and Four, this thesis provided an opportunity for
eight kindergarten teachers to have their stories and experiences recorded and
represented, however, I have argued that by asking theoretical questions of this
material, a new debate can be entered into. To be able to know what it is we
could be doing in education we need to be clear on who we are and what we are
doing (Gore, 1995). This chapter is where I present my own 'voice' as distinct
from those of the teachers and adds to this discussion, begun by the teachers in
the previous three chapters.
DISCIPLINARY TECHNOLOGIES
Discourses

Policy documents may contain differing discourses and discursive practices
throughout the various processes of conception, consultation, construction and
delivery, to final implementation. The relevance or importance of these
discourses is that they work to tell us what is possible to speak at any given
moment, who can speak and with what authority. Discourses then act as sets of
rules and behaviours and these become the norm, or what is acceptable and
expected. They, in turn, become our 'taken-for-granted ways of working'

(Foucault, 1970; 1971; 1980c)81. Commentators and writers looking at the
education reforms (and the wider restructuring within New Zealand) which
occurred in the 1980s and 1990s have described how the discourses of neoliberalism were contrasted with social equity and community participatory
discourses82 (May, 1990b; Middleton, 1993). As I have described earlier in this
thesis (see Chapters Two and Three) the gains for the early childhood sector over
the early reform period of the 1980s appeared to be won "against the odds"
(Wells, 1991) yet can be seen as a reflection of the uneasy contradictions between
the New Right economic philosophy and broader social justice goals. An outcome
of this was the contradictory and competing discourses which surrounded both
the introduction of the early childhood reforms and the resultant outcomes policies, practices and political changes.
Neo-liberal and New Right discourses drawing on beliefs that: individuals
are fundamentally concerned with the pursuit of self-interest and in maximising
individual gain; there should be no regulation and restriction in the market place;
commodification of almost everything is not only possible but desirable
(therefore education as a commodity becomes a private good); and choice and
competition are the way to ensure efficiency, maximum use of resources and
accountability (see p. 61), presented problematic discursive practices for the
kindergarten teachers. While Fitzsimons et al. (1999) argue that neo-liberalism
has become a form of governmental rationality which has worked to silence
alternative discourses, the kindergarten teachers' stories offer an alternative to
this.

81 See Chapter

82 See Chapters

Four for full discussion of Foucault and discourse.
Two and Three for a full discussion.

The Meade Report and Before Five
Striking in the eight kindergarten teachers' accounts are the differences in
outcomes within the kindergarten service from the stated policy intentions at the
time of construction and initial delivery of the reforms. Beginning with the Meade

Report the discourses surrounding quality, accessibility, affordability and cultural
survival inspired the whole early childhood sector. While the changes between
the Meade Report and the resulting government white paper, Before Five, signalled
key discursive differences between the two documents (Mitchell, 1997; Mitchell &
Noonan, 1994; Wells, 1991), the teachers were firmly positioned within the Meade

Report recommendations. The teachers felt this report would improve their
teaching experiences and reflected their beliefs about early childhood, particularly
the recognition and worth of early childhood education to society in general - that
is, the Meade Report was compatible with their existing discourses and discursive
practices.
However, optimism within the early childhood sector was short lived.
While the early childhood sector had a very different history from the rest of the
education sector, it was still unable to avoid becoming part of the political swings
and roundabouts of the New Right discourses, which dominated decision making
during this time. Commentators have discussed how the differences between the

Meade Report and Before Five mirrored the struggles within government between
those who wished to increase funding and support for early childhood education
and those who wished to see it decrease, those who supported the Treasury view
of education and those who proposed alternatives (May, 1990b; Meade, 1990;
Wells, 1991). The teachers in this study shared the feelings of commentators on
the reforms that the late 1980s was when the early childhood sector faced an
optimistic future (Meade, 1990; Mitchell, 1994). But the downstream outcomes of
the reforms contradicted this optimism, for example, bulk funding policies, and

adult-child ratios resulting in increased group sizes in kindergartens. The speed in
which the newly won gains for early childhood were removed demonstrated that
the New Right discourses were very much alive and well in shaping the early
childhood sedor (Davison, 1997; Duncan & Rowe, 1997; Mitchell & Noonan, 1994).
The eight kindergarten teachers descriptions of the new polices ranging from the
new roles for senior teachers, the measuring and calculating of increased group
sizes, the increased session times, and the pace and handling of the reforms, all
echo these sentiments.
Discourses surrounding the general early childhood sector reforms had
particular contradictory consequences for the kindergarten senrice. As
commentators on the reforms have discussed New Right and neo-liberalism
philosophy is problematic for early childhood (Lauder, 1991; Peters & Marshall,
1990)posing a threat to existing quality practices in the sector. Before Five, despite
its changes from the Meade Report, was still seen in some government quarters to
be ideologically dangerous. May (1990b)has traced how the differences between
the National and Labour governments policies and philosophies, with regards to
early childhood education, have been centred around their views of the family
and women's role in supporting the nuclear family. A key change for the
kindergarten service was that from 1988 it was no longer seen to be the main
provider of early childhood education and the Govenunent proposed to redress
the funding inequities within the early childhood sedor (May, 1993). This shift to
seeing the kindergartens as part of the rest of the early childhood sedor which
was to be funded and supported in similar ways meant that the political and
practical ground, for the kindergarten service, shifted. The articulated position of
the Fourth Labour government had been to link early childhood provision with
equity policies for women and work (May, 1993). This position posed a quandary
for the kindergarten service which had historically been structured in a way which
supported the nuclear family (session times and school holiday breaks, in
particular, were the constraining factors here). This 'unofficial' support of the

nuclear family had enabled the kindergarten service to gain and maintain
government support at times when other early childhood services (child care
alternatives) had been excluded and opposed (Levitt, 1979; May Cook, 1985). The
consequences of the resulting changes from Before Five positioned the
kindergarten service in comparison to the rest of the early childhood sector in a
vulnerable and contradictory position - that is, the downsizing of the flag ship
(May, 1999; Wylie, 1992). The eight kindergarten teachers provided numerous
examples, through their stories, where the funding and management practices
introduced to meet the wider early ckuldhood sector changes, worked to drag
down standards in kindergartens. Bulk funding is a key example here. The
kindergarten service, now not the only early childhood service to receive
government funding or support, also had to face capped funding while the other
early childhood services caught up with its level of funding (Lange, 1989). In
times of increased fiscal investment this would be fine, but in a climate of restraint,
where many more had access to less, new financial constraints and stresses arose.
While bulk funding enabled child care services to expand (Ministry of Education,
2000), the experience of bulk funding on the kindergarten service had the
opposite effect, which was evidenced in a range of studies examining the
implementation of bulk funding in the kindergarten service (Davison, 1996,1997;
Dougherty, 1993; Houghton & Wilson, 1993; Wilson & Houghton, 1995; Wilson,
Houghton, & Piper, 1996; Wylie, 1992),past kindergarten teacher collective
employment contract negotiations (Duncan, 1994,1996; Duncan & Rowe, 1997;
Mitchell, 1993) and the experiences of the teachers in this study (see Chapter Six
for discussion on the experiences of the teachers with the bulk funding policy) .

The New Zealand Kindergarten Service
Other powerful discourses which position the teachers and the teachers'
stories are entwined with the history of the New Zealand kindergarten service.
This history continues to influence and frame the teachers current beliefs and
discursive practices. Edwards (2000) uses the term 'community of practice' to
refer to communities which have shared histories and values "and as a result
ascribe common meanings to objects and events" (p. 187). While she does not use
the term discourse the ideas which she refers to fit with the discussion here. In her
description of this 'community of practice' she offers primary education as a clear
example of a community, with shared history, values and meanings, but felt that
the early childhood sector, in the United Kingdom context, with its diverse
provisions was a less comfortable fit. However, in the New Zealand context the
'community of practice' discourse works well to represent the kindergarten
service, a particular community within the wider early childhood sector. The
shared understandings, values, goals arise from the shared history of the
kindergarten sector where the philosophies have been fought and struggled for
despite the changing political positions of governments over the last 100 years. As
discussed at length in Chapter Two the kindergartens arose in a climate which
linked the kindergarten movement with social reform, philanthropy, and as a
suitable career of young women (Dempster, 1986; May, 199%; Levitt, 1979). As
the eight kindergarten teachers relayed examples of the impact of the changes on
their day-to-day teaching experiences these discourses reocurred in their stoires
with the teachers positioning themselves within these historical beginnings. One
common feature of all eight teachers was that they had undertaken the
kindergarten teacher training programmes which addressed the philosophies of
the lundergarten service, in comparison to undertaking an early childhood teacher
training programme. This sole focus on the kindergarten service may account for

the shared passion and commitment to the historical discourses which shaped the
teachers' stories.
The teachers were committed to the philosophy of kindergartens as places
for all children irrespective of the parents ability to pay; as community resources;
with the role of the kindergarten teacher to educate and care for the children as
well as to support families and communities. These discourses set the teachers in

an oppositional position to a new kindergarten service where managerial and
decentralised administration had become the focus as part of the neo-liberal
changes. Whde the teachers did not speak directly of the history of the service the
discursive practices behind these historical discourses were still apparent - for
example, the reliance on fund raising, parent donations, and the belief that
government funding was important to allow the best for children and thus a
better society for all New Zealanders. The teachers worked to maintain their
kindergarten along these lines despite the privatisation and managerialism
discourses which where occurring at the same time. These discourses which
dominated the wider New Zealand education sector, and society under the Fourth
Labour government and the ensuing National governments, centred on new
forms of accountability, efficiency, maximising the use of resources, education as a
private good, with choice and competition the way to ensure quality and
provision (Codd, 1990; Fitzsimons, 1995; Gordon, 199210; Jones, 1988; Lauder, 1987,
1990,1993; Olssen & Morris Matthews, 1997). As other writers have argued
(Barraclough & Smith, 1996; Lauder, et al., 1988) these discourses have proven to
be problematic in the early childhood sector and while the overall aim of these
was to disrupt existing practices in education (Cusack, 1993), they directly
contradicted the discourses which the teachers worked within and applied to their
day-to-day experiences and which had protected and maintained the kindergarten
service in its 150 plus years of operating.

Subjectivity
The teachers' subjectivities were shaped by their positions within these
historical kindergarten discourses. As discussed in Chapter Four a person's
subjectivity is seen to be produced within the discourses of any particular time and
historical context, and it is by locating oneself within these discourses that a person
develops an identity (Scott Melton, 1992). These discourses may complement or
contradict each other and give rise to tensions or possibilities for change, challenge
or create new discourses to the status quo (Scott Melton, 1993) - in this case,
challenges to the neo-liberal versions of education. By occupying certain places
with regard to a discourse the "individual is then empowered to act according to
the identity prescribed by that discourse" (Crowley & Himmelweit, 1992, p. 236).
This positioning also offer possibilities. Foucault's recognition of the
existence of power in changing and transferring the individual from the "inside
out" without conflict is an extremely valuable tool (Weberman, 1995). Foucault's
tools allow us to see self and identity in a new way. If one's self is constructed
within a myriad of social relationships discourses and discursive practices the
identity that emerges can be seen as one that is "fragmented and dynamic"
(Sawicki, 1991, p. 41).
How subjectivity and power link together were continually demonstrated
in the teachers stories of their experiences between 1984 and 1996. For example:
if the discourse was a competing one to the teachers' own self-identity or
perceptions of kindergarten teaching, the teachers used different strategies to
resist or reposition the changes whilst still maintaining their job satisfaction,
protect the children and families and not lose their jobs! These strategies ranged
from 'grounding' in the children (Chapter Seven); resignation to the fact that they
were powerless to change or influence many of the issues and policies and
practices that were occurring at the macro level so just getting on with the job at

the micro level (Chapter Six); choosing their 'battles' very carefully - ones they felt
they could make headway (Chapter Seven); through to advocating for the early
childhood sector as a whole and supporting teachers or parents to take action
which brought about localised change (Chapter Seven).
The kindergarten teachers described how their beliefs regularly conflicted
with those of their employers and policy directives. For example: the need for
kindergartens to be financially viable stand-alone units (Chapter Seven); the
increasing pressures for privatisation policies (Chapter Eight); new roles and job
descriptions for the associations and senior teachers (Chapters Six and Seven); and
the pressure to move to a hierarchical staff working relationship within
kindergartens (Chapters Seven and Eight), all contradicted kindergartens as a
community resource, freely available for all children to use, and with the best
trained staff possible.
Stonehouse (1989) captured the tensions for the early childhood sector in
balancing the tradition of their service with the need for change and innovation
and she recommended that there be equal regard for tradition and innovation (p.
76). While the teachers articulated that change is a necessary part of being a

teacher and for a requisite for maintaining professionalism, they positioned
themselves firmly in the traditional discourses which shaped the beginnings of the
kindergarten service, which they had been trained to work within (having all
experienced the two-year kindergarten specific training programme), and against
which they continued to measure all new innovations and change (see Chapters
Seven and Eight).
The yardsticks the teachers used to evaluate the changes contrasted sharply
with the New Right and managerialist theories which shaped many of the
education changes. The problematic nature of New Right discourses for early
childhood education, as discussed in Chapter Three of this thesis, was clearly
demonstrated by the teachers in this study. The satisfactions which the teachers

gained from their work directly contradicted the New Right's understanding of
human nature: possessive individualism, self-interest and maximising individual
gain. Each of the eight teachers were able to clearly articulate their 'identity' as a
kindergarten teacher, and used what they saw to be good teaching as a yardstick
to measure all the changes by. They demonstrated their commitment (in varying
degrees over the interview period) to their self-image as a kindergarten teachers.
Veyne (1987) suggests that those who are attached to their self-image are most
deeply affected when "the way they are governed requires them to alter how they
see themselves as governed subjects" (cited in Burchell, Gordon & Miller, 1991, p.
119).
The eight teachers talked in terms of relationships with the children they
worked with, the children's families, and their colleagues. Dahlberg et al. (1999)
discuss that the nature of early childhood work is as a "pedagogy of relationships"
(pp. 58-61). Kindergarten teaching is a job that involves people83. At pre-selection
interviews for kindergarten teacher training a question often asked is "Why do
you wish to teach?" and many replies centre around the answer "Because I like
children". Liking children is a necessary part of the work that occurs in any early
childhood or education setting, but liking and working with 'people' generally is a
much larger aspect of the work. Not only is a teacher dealing with the 90-plus
children (or 60-plus children) who are enrolled for the programme, but s/ he is
also dealing daily with the parents of these children and the other siblings in the
family. An equally large part of the day is working closely with the other staff in
the kindergarten. These staff relationships occur between two or three
(occasionally four) trained teachers in one room with only two environments to
move between - inside or outside - for the majority of each working day. These
teachers all have differing ideas, experiences, and training/ professional
backgrounds. The contact with people does not stop there as other relationships
make up an average working day, for example: community representatives,
83 The

term 'people ' as used in this thesis includes children.

health officials, employer representatives, professional support advisers, et cetera.
The list continues in both the variety and the amount of people that any one
teacher develops a relationship with in her/his teaching life. Each of these
relationships differ in intensity, contact and relevance, but all play a large part in
the life of a kindergarten teacher. It is not surprising then, that the eight teachers,
involved in this study, continually focused on the impact and changing
experiences of these relationships over their teaching life, and particularly over the
period of reform involved in this study (1984-1996). The teachers worked
extremely hard to protect these relationships from the managerialist and New
Right discourses which were shaping the practices at this time. They worked hard
to maintain team teaching environments, despite the increased pressures to use
hierarchical management styles and increased accountability and culpability of the
head teacher with whom the 'buck stopped' (see Chapters Six and Seven).
The stories by the eight kindergarten teachers mirrored studies addressing
women in teaching which continually returned to the theme of relationships
(Acker, 1996; Biklen, 1995; Nelson, 1990; Theobald, 1996), caring and
connectedness (Ayers, 1989,1991,1992; Fisher & Tronto, 1990). Biklen's (1995)
research with American elementary teachers demonstrated that teaching the very
young child is a "site for studying a reconstruction of autonomy not as separation
from others, but within community" (p. 108). How the early childhood
community fitted within the New Right discourses has been a source of great
tension for the kindergarten teachers. As other studies in New Zealand of the
education changes which have listened to teachers' stories have demonstrated the
cost to the children and their relationships with the families they work with, and
their collegial relationships were continually raised as a key concern and tension
(Mitchell et al., 1993; Renwick & McCauley, 1995; Wylie, 1990,1992,1993).
New Right discourses, positioning teachers as self-interested and orientated
towards maximising personal gain, saw teachers, who resisted enforced changes

which they felt would adversely impact on children and families, as doing so to
make their own lives easier. As Bridges (1992), Davison (1996), Wylie (1993), and
the eight teachers in this study showed, the teachers worked hard to protect the
children and families from the full negative impact of all the changes (education,
social and economic) by taking on the extra themselves with the resultant health,
relationship and personal costs - which had certainly not made their lives easier,
nor done from the perspective of individual gain, or self-interest. Rather than selfinterest, the teachers were exhausted from protecting the children from upheavals
and from trying to remain true to the discursive practices which gave them the
most satisfaction from their work - that is, the relationships with the children.
New Right discourses which reformed these relationships became increasingly
problematic for the teachers (see Chapters Six, Seven and Eight).
These claims of self-interest and provider capture had excluded teachers
from input into policy construction and writing and legislating stages (Gordon,
199213) and disenfranchised teachers from the processes (Sullivan, 1992,1994). This
exclusion has directly affected teacher commitment to the changes in both terms
of implementation and their sense of ownership or investment in the processes.
The pace of change and the mishandling of the introduction of the reforms added
to the despair of the teachers, contributing to their lack of commitment to the
changes, as well as to the sense of being overwhelmed (Chapter Six). The teachers
differed, between their 1994 and their 1996 interviews, in the amount of
commitment they articulated to teaching. When describing their lives in 'pieces of
a pie' analogy, for all the teachers, the pieces allocated to teaching had shrunk by
1996 (See Chapter Eight).
Nelson (1995) uses the term "'detached attachment" - a feeling rule that is
characterised by "some limits drawn around the caregiver's emotional
engagement with the chldren" (Nelson, 1995, p. 34). While Nelson was referring
to home-based carers (or family day carers as they are also called) this is also a

useful way of describing the experiences of the kindergarten teachers who in
reshaping their subjedivities as a 'kindergarten teacher' increased their 'detached
attachment', that is, while they worked hard with the children through their
session hours at the kindergarten they reduced the level of energy, commitment
and investment that they placed in teaching and their relationships with the
children and families (see Chapters Seven and Eight).
While the teachers reflected back on their early days of teaching to
compare with current practices, they were not overly romantic about these early
days. In fact, in terms of staff relationships, the teachers had not always had
positive experiences. Likewise, their relationships with various senior teachers
had not always been positive. However, the discourses surrounding what the
teachers should be doing, and how they should be working had changed and it
was this change that the teachers began to position themselves against,
remembering the times when they could actually do the job of being a
kindergarten teacher as they conceptualised it. This included their perceptions of a
current day erosion of independent decision making and a lack of professional
autonomy which they had previously taken for granted (see Chapter Six).
Teachers, however, were not the only ones experiencing conflicting and
contradictory discourses. The contradictory experiences of parents within the
education reforms were also a constant concern for the teachers. Conflicting
discourses are clear here. While, on the one hand, the education changes called for
increased parental input, the teachers experienced increased difficulty in getting
parents to be willing to take part in the increased demands of accountability, the
increased workload, and the lack of support, training or financial recompensation.
The teachers explained how they struggled to maintain basic committee function
to keep their kindergartens running, and this had become an even bigger issue at
the association level (see Chapter Seven). Thus, while the discursive practices
were structured to increase parental involvement the experiences of the teachers

working at the kindergarten level was the opposite. The teachers described
reasons for this unworkable model for kindergartens in terms of social changes,
employment changes (particularly for women), age demographics of the
communities and the children, and the increasing level of volunteer work being
expected of families across the board - not just in early childhood (see Chapter
Seven). While parents did share the desire to know about their child's experiences
at their kindergarten, they were unable, or unwilling, to position themselves in
the full parental management discourse (see Chapter Six).
Other studies have demonstrated similar experiences, with parents unable
to assist on account of increased employment pressures and other social changes
(Early Childhood Education Project, 2000; May Cook, 1985; Renwick & McCauley,
1995; Wilson, et al., 1996; Wylie, 1993), as well as having differing discourses with
regard to their own involvement in early childhood education from that of the
Government; for example, studies looking at charter writing are key examples of
this (Farquhar, 1991; Farquhar, 1996, Varnham, 1991).
The Gender Order

As discussed in Chapter Two to look at gender at a social level rather than
only at an individual psychological level both describes and explains the gendered
society order that imposes realities on individuals. The dominance of gender
categories (Marshall, 1994) and the gendered order of society (Matthews, 1984)
frames the eight kindergarten teachers' stories. The history of kindergarten
teaching, or being a kindergarten teacher (kindergartener), has been filled with
contradictions and discourses which highlight the gendered construction of the
position of the kindergarten teacher, that is, who is acceptable to be a
kindergarten teacher and what the nature of the job is. The teachers in this study
regularly drew on these discourses when describing their own reasons for
teaching and for standing firm against the changing practices in the kindergarten
service.

Spencer (1986,1988) in her research on women in teaching argued that
contradictory roles and expectations are the keys to women's teaching days. She
highlights the way that past research has looked at the contractions of roles in
teaching. Interestingly, these can also be seen, more usefully, I believe, as
competing discourses which structure the location of the school and the roles and
identities of the teacher. While Spencer identifies them as negative baffles and
conflicts, they could also be perceived as sites of contradictions and the potential
for change and remaking or reasserting of alternative discourses. She discusses
surveillance (as 'no privacy') and lack of autonomy (as one expectation set against
another), but the issues are larger than this and the work of Foucault supplements
research which just addresses role conflict (such as Drabick, 1971; Lortie, 1975;
Katz & Kahn, 1966; all cited in Spencer, 1986, pp. 5-7).
While teachers spoke in their stories of parents and families, the adults with
whom the kindergarten teachers came in contact on a daily basis were usually the
children's MOTHERS. This gendered position of both mothers (women) and
teachers (women) "lurk as the subtext to each encounter" (Biklen, 1995, pp. 127128). The senses of both powerlessness and being powerful as women within a

gendered society (James & Saville-Smith, 1989)was also a backdrop to many of
the teachers stories. Satisfactions came from supporting and working with other
women - parents and teachers. Supporting children's families in real terms meant
workmg with and supporting other women in the community.
Power

When talking with the eight kindergarten teachers it became apparent that
power and relationships, personal power, and power with regard to the children
and families they worked with, shaped many of their stories. As a concept then
power comes alive as a lived reality for teachers who, at various times, battled
with the perceived lack of power, fought for or against it, and attempted to use it
in its various forms. In the teachers' worlds 'power' is seen to be something that

exists in very real ways, and ways that often frustrated and enraged them,
particularly on behalf of those they saw being the most 'power-less', that is, small
chldren and vulnerable mothers and families. This view of power is also readily
apparent in the literature that examines teachers' lives, in particular in examining
teacher careers in the context of the education and state changes that have
occurred here in New Zealand as well as internationally (Sullivan, 1994; 1997;
1998; 1999).
Literature in the late 1980s and early 1990s saw teachers in an increasingly
powerless light. In reading the literature one begins to feel the oppression of the
State, the power of 'others' over the teachers, others who make the decisions,
who have reduced the autonomy of teachers, who have 'proletarianised'
teaching, deprofessionalisedteachers and removed teacher autonomy (Apple,
1986; Aronowitz & Giroux, 1985; Lawn & Grace, 1987; Ozga, 1988). While these
studies all contribute to our general awareness of the changing educational
environment, and the differing experiences of teachers within the 'new' teaching
environment, they only go part of the way to explain the day-to-day teaching
experience. By seeing teachers always as the marginalised voice, or the powerless
in a large bureaucratic or ideological system, it disallows meaningful life
experiences whch differ from this. It also ignores the continuing interplay of
resistance and modification of power which occurs in all settings (Gore, 1996).
While on the one hand teachers have less power than government or other
hierarchical individuals within the education system, teachers have more power
than children:
Some people feel uncomfortable with the notion that we who work in early
childhood services have power over children. There is no doubt that we
have power. At the most obvious and basic level we are bigger and
stronger than they are, and we use that to move them and remove them
and to gain their unwilling compliance. We use our superior knowledge of
the world to help them, to keep them safe. We use our control of material
resources to shape their experience, to motivate, reward, and sometimes to
punish them. We use our priorities to shape children's experiences - why
else would there be available fewer things for children to get involved with

near the end of the day in care than earlier in the day? I am not suggesting
that these are inappropriate uses of our power, but simply support for the
assertion that we have it and that we use it. (Stonehouse, 1991, p. 107)
Indeed, the teachers continually cited examples where this was just the case. For
example, when they spoke of protecting the children from the full impact of the
reforms, when they were worried about the group sizes - the lack of settling in
time, the difficulty in programme planning, the concerns about quality
experiences within a larger group and younger age et cetera, they were
demonstrating decisions made for and about children, which children do not have
any form of say about.
An interesting observation that Holligan (2000)makes, drawn from case

s l d i e s of three Scottish nursery schools investigating staff perceptions of 'values
in the nursery', is how the very professional practice that is promoted and
supported in the nurseries works to normalise children, both body and soul. This
normalisation process then carries over into the private homes and private lives
of the entire family. For example, by advising parents on 'appropriate language'
and ways to assist language development (p. 138) and providing role modelling in
'appropriate ways' to handle their child (p. 139) there is a transference of the
professional power-knowledge and disciplinary observation to the primary
caregivers in a child's life. The power of the teacher is thus extended from the
boundaries of the nursery to the wider familial settings. Holligan cautions that
the power of the staff's normalising discursive practices, backed by official
professional practice discourses and government legislated assessment and
observation regimes, gives a clear example of the production of the 'modern
child' (p. 145). The eight teachers in this study related how in their work with
parents the relations of power differentiated them from their parents and
committees. The changed social and economic circumstances of the 1980s and
early 1990s had left teachers experiencing increased work and support functions
with families as they filled the gaps left by diminished and restructured social

services and social agencies. They were, thus, in a power-knowledge position
which had the potential to impact on a child's and families' home lives more than
previously.
Another example the teachers relayed was in the writing of charters. The
head teacher was able to use her 'expert and knowledgeable' role to shape the
writing with uncontested authority within her own kindergarten committee
(Chapter Seven).
The examination of dominance of some over others, is possible in a
Foucauldian analyses. While it is not usually the focus of any such study, it does
form one part of any analytic of power. From the teachers' stories their
descriptions of 'powerlessness' and 'being overtaken' are very real experiences for
them. Within the reforms individuals and practices worked to shape and govern
the kindergarten teachers in a way that was experienced as 'power from above'.
This was demonstrated in the three themes in Chapter Six - Reforming
Kmdergarten Teaching. These themes demonstrated the perceived impact of
decision making and policy implementation from 'above' left teachers feeling:
dislocation from the teaching tasks in hand (theme one), being overwhelmed by
the pace of change, the volume of the change and the mistakes in implementation
of these changes (theme two); and an overall sense of helplessness and
powerlessness over the changes (theme three).
However, it is important to see that those involved at the top of the
hierarchy of discursive practices are themselves governed by relations of power.
A case to demonstrate this is the position of the senior teacher. The kindergarten

teachers both here and in other studies (Renwick, 1995; Wylie, 1993) had changed
relationships with their senior teachers once the senior teacher role moved to a
more managerial position for the association from a professional support position
for teachers. Cusack (1993) identified how principals in the school system had
similarly become alienated from collegial support under the Tomorrow's Schools

reforms, reflecting the same difficulties for professional staff who become
identified by teachers as more management than support. The position of the
senior teacher, while often problematic in the past, took on new surveillance and
regulatory powers as the position became more aligned with management than
with teachers. Combining assessment with professional support becomes an
uneasy tension, as demonstrated by this clear differentiation within which the
Education Review Office (ERO)was constructed. This separation by ERO has
recently come under attack in a 2000 report (Rodger, 2000) where there has been a
recommendation that ERO take on both assessment and support as their role.
This changed role of combining assessment with support has been greeted with
scepticism and concern (Smith & Clinton, 2001). The teachers in this study
provided examples with their senior teachers, association representatives, and
parents where there was an unhappy marriage between assessment and support
arising from a climate of surveillance, New Right discourses, and disciplinary
technologies.
Certainly, some positions, held by individuals or groups, have the ability to
dominate and produce an effect of supremacy. What is being examined here are
the relations among individuals, as power relations are rooted in any system of
social networks (Foucault, 1982, p. 224). This study has examined the macro
factors at work on the micro experiences of the kindergarten teachers, and in so
doing the governing of teachers from both within the system and without
become clear.

At first glance it could be argued that these teachers' stories are examples of
top-down power at its most insidious. The teachers' descriptions of the changes,
which the education reforms (1984-1996)had introduced, highlight that power
and decision making had come down from the top levels of management and
administration to the teachers' day-to-day experiences. The new expectations for

hierarchical management styles within each kindergarten, intense competition for
children and funding between kindergartens, the pressure to be viable standalone financial units, increased group sizes, and the imposition of funding and
regulations from outside of the kindergarten are all very clear examples of this
top-down power. However, the teachers themselves exercised power amongst
and against each other in new climates of division, competition and mistrust
between staff at different kindergartens (see Chapter Seven). On the one hand, it
could be argued, that the teachers' strategies for focusing in on their own
kindergartens and their own jobs in an effort both to 'survive' were examples of
negative power, but they are also examples of productive power where the
teachers' were able to keep some satisfaction and enjoyment in their own
working environment and work on maintaining the teaching relationships within
each kindergarten while the wider relationships between kindergartens had
begun to break down. The teachers were involved on a daily basis with what
were local struggles against everyday level social relations (Sawicki, 1994). This
demonstrates the form of agency which Foucault and post-structural feminist
writers describe. For example, Burman (1992) argues that by attending to
individual "speaking subjects" (p. 50) agency can be seen in a way which may be
invisible otherwise.
For the teachers who had teacher union or other representative positions
they were faced with continually contradictory discursive experiences. While they
represented teachers as 'other' in the teacher-employer, teacher-government
dichotomies they experienced disempowerment, being perceived as selfinterested and promoting of the 'easy life' for teachers resistant to change, putting
themselves before the children84. At the same time when they were representing
the teachers, they often did not feel support from the teachers. As Maggie so
visually described in the 'crabs in the bucket' analogy, teachers focusing in on their
--

84 See Duncan
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(1994a, 199413,1996)for a discussion of just such competing discourses in the 1992
kindergarten collective employment contract negotiations.

own kindergartens negated collective action for the service, or support for a
teacher who may have been 'rocking the boat'. Thus, attempts to assert
alternative discourses and influence change by a single teacher were resisted. The
impact of the 'governable' teaching force was unable to be overcome by
individual teachers.
Over the interviewing period (1994-1996) the teachers had developed tactics
(strategies)in a way that clearly demonstrates agency. While this study
demonstrates the construction and maintenance of a governable and docile
teacher this does not mean that the teachers were without agency or choice.
While they did position themselves within discourses which had these practices as
their outcomes they were involved in their own positioning, rather than being
'done to'. At the same time the positions which teachers took were multiple and
varied depending on the issues, for example, while one teacher may have been
focused on her own kindergarten, not taking on any macro-sbggles, she may
have been protecting her parents and communities by undertaking localised
resistance, for example, finding other funding means apart from raising the
suggested 'donations' for families. Resisting the hierarchical managerial models
of working again was focusing on one's own kindergarten but positioning oneself
in a discourse which offered other more powerful ways of working than the
hierarchical ones driven from the employer levels. Maintaining positive staff
relationships and grounding oneself in the children were localised, particular and
important tactics. However:
One is left to wonder what is being risked by these teachers if they remain
too closely focused upon their school, if they relinquish widening the sphere
within which they practice their agency. (Pignatelli, 1993, p. 429)
While I agree with Sullivan (1997) when he asserted that "teachers are
recovering from their initial shock and regrouping" this regrouping for the
kindergarten teachers in h s study had taken on more of a resignation to change,

and a reassessment of teaching, than of a "reclaiming teaching as their domain"
(Sullivan, 1997, p. 254).
The Docile Kindergarten Teacher

The 'docile teacher' is produced by the disciplinary technologies described in
Chapter Four. Foucault argues that disciplinary technology is about forging a
"docile [body] that may be subjected, used, transformed and improved" (Foucault,
cited in Dreyfus & Rabinow, 1982, p. 153). Thus, the kindergarten teachers
became both objects and instruments of the disciplinary technologies from both
w i h n and outside of the kindergarten service. T h s has not been through
punitive measures but through training, reforming and restructuring their
teaching and personal behaviours, through regulating personal and professional
actions and through a combination of hierarchical observation, normalising
judgement, surveillance, written examination (records and reports), and the
confession. In this context New Right discourses support the disciplinary powers
which Foucault describes as the form of modern day control. The role of
standardisation of operations, efficiency and localised centres of control (Dreyfus
& Rabinow, 1982, p. 154) joins disciplinary technologies within bureaucracy.

Reforms and changes imposed from above onto the teachers and their
programmes were perceived to have left the kindergarten teachers feeling that it
had become difficult to do what it was they liked to do - teach and work with
families (see Chapter Six). It appeared to the eight teachers that the needs of
children and families were being overlooked in the struggle for efficient
management accountable to increasingly centralised government regulations and
requirements. This focus on management and administration inevitably had led
to a 'paper chase'. The written requirements for kindergartens had increased
immensely with the reforms. How much of this paper work was necessary was
constantly being questioned by the teachers. All the teachers felt that not only
was their valuable time being taken up with what seemed to be 'administrivia',

but also many of the requirements questioned their professional integrity,
training and previous years of successful teaching practice. The constant emphasis
on this paper chase took their time and energy away from the aspects of the work
that was satisfying for them and their stated reasons for continuing to be a
kindergarten teacher - their work with the children and families. The group sizes,
had added to this difficulty. While the teachers' desires were to meet the needs of
individual families, this had become difficult as the 'bums on seats' philosophy
replaced any variations in attendance based on the needs for the children and
families.
The rules of bureaucracy and management within the kindergarten service
worked as part of the 'disciplinary technologies' Foucault refers to. The increase
in the both the written record - attendance, roll verification, individual profiles and the written records which also involved the 'confession' - reports, selfevaluations et cetera - all contributed to the construction of a 'docile teacher'
(Foucault, 1977). Standardised forms, attendance and roll practices all undermined
the essence of the 'caring practices' as identified by the teachers in this study and
by other writers (Ebbeck & Clyde, 1988; Fisher & Tronto, 1990) and worked to
'normalise' the teachers' behaviours. Thus, the construction of a 'docile teacher' is
achieved: a teacher who thus becomes 'governable' (Marshall, 1990) - both a
subject and an object at the same time (Foucault, 1982, p. 212).
However, as discussed by Fisher and Tronto (1990), the teachers, while
both positioned at the bottom of the bureaucratic system, and expected to work
within the rules, could only continue their caring work if they broke those very
same rules; for example, carrying more children on the rolls, trying to minimise
the record keeping, and refusing to do other tasks. As both Stonehouse (1989)
and Ebbeck and Clyde (1988) warn this ongoing stretching of the teachers'
personal and professional resources leads to a disintegrated profession with
burnt-out teachers reacting to change rather than being involved and pro-active.

The down-side for the early childhood profession is a 'docile teacher' who has lost
the ability to 'care for' and 'care about' the children she works with.
Cellular Structures

One of the effects of the disciplinary technologies which form the basis of
modern day power, as described by Foucault, is the individualisation and
separation of institutions. Neo-liberal policy supports these cellular structures,
and in this study, the separation of kindergartens, the requirement for them to be
stand-alone financially viable units, and the resulting competition between
kindergartens demonstrate clear examples of this. Monitoring and surveillance
take on new meanings in these cellular structures. Individuals can be closely
monitored, commented on, punished and disciplined.
The increase of competition w i h n the early childhood sector had become
another contradictory and reforming discourse. The nature of increased
competition in early childhood education has meant that centres and services have
had to market themselves within the community to promote their philosophies
and services to parents who have many multiple providers to chose from (in
some areas). Being able to articulate the kindergarten programme and
philosophy to parents and the public was seen as a positive improvement by the
teachers. In the time when the kindergarten service had close to a monopoly on
early childhood provisions the teachers reflected that they could be relatively
complacent about their work. With new competition they were having to justify
what they did. This was seen to be a positive step in their professionalism and for
quality experiences of the children. Likewise the increased responsiveness in
meeting the needs of their children's parents and the community they worked for
meant a more rewarding teaching experience. But the complex contradictions in
the outcomes of competition were readily apparent to the teachers. Teachers
described the act of encouraging children from other areas to come to their
kindergarten as both a positive and negative initiative - positive, when it

maintained their kindergarten rolls but negative, when it led to dropping rolls and
staff job threats at neighbouring kindergartens. The increase in parent
involvement and their right to know was also a 'risky' business, with teachers
providing examples where some parents had created difficult situations for the
teachers.
Dividing and separating kindergartens demonstrates another example of
the disciplinary power, which, Foucault argues, is such a powerful form of control
in modern society. Conflict had arisen with the changing job description and roles
of the professional support teams and this was seen to add to the problems which
the teachers were experiencing with the new management structures and division
within the service. Instead of the previous collegial support which the teachers, in
this study, had engaged in previously there was a general feeling that 'like crabs
in the bucket' they were being dragged down by the changes to the system and
the competition and c o d i d s which they were experiencing in relation to other
lundergarten staff. Instead of working together for quality across the
kindergarten service they were all being pulled down by financial and managerial
concerns.
The disciplinary power of dividing each kindergarten into separate 'cells' is
demonstrated by the narrowing down of the teachers' focus to their individual
kindergartens and their individual jobs. Ths meant that it had become difficult to
work together to resist policy changes whch went against improved practices for
children, or to promote for quality adult-child ratios and child group sizes.
Working together with employing associations over resisting bulk funding had
demonstrated to the teachers how this had been a wasted effort and had merely
made relationships between associations and teachers worse. Having to focus in
on one's own survival meant that working together to resist changes, or for
taking risks to work on alternative discourses and solutions, had no longer
become a normal experience. Rather than working together to demonstrate that

bulk funding did not work, employers and kindergartens were struggling with
each other over who got what out of inadequate bulk funding (see Chapter
Seven). Thus, arguably, a docile, governable teaching body was maintained.
The increase in resignation over all the changes and the reformed state of
the kindergarten senrice between the 1994 and the 1996 interviews leads to a
consequence of increased governable and docile teachers. Eliciting consent, be it
through agreement, resignation, or plain apathy, became a new form of modem
control. Thus, teachers performed as expected, behaving the way that had been
classified as 'normal' for this time. The combinations of surveillance, all the
written records, reports, and the judgements placed on these, combined for a
governable and docile teacher.
Surveillance
Macro regulations and legislation, or the state controls and punitive laws
for transgressions pale into insignificance when constant surveillance of teachers
and adults in the programme become the focus. It is timely to reintroduce
Foucault's notions of surveillance here. Foucault sees this constant visibility as the
key to governing, normalising and controlling individuals and groups of
individuals (populations)(Foucault cited in Dreyfus & Rabinow, 1982, pp. 159-186).
This visibility takes the form of both physical visibility through architecture and
'watclung' and through making visible the invisible by written records and
accounts, that is, the most mundane and ordinary ideas, activities and thoughts
are recorded and opened to scrutiny. Through these mechanisms people turn
themselves into self-observing subjects who are controlled inwardly by their own
constraints and actions (Foucault, 1977,1980b). When these come together in a
location (in this case the kindergarten) they demonstrate their true governing
power (Foucault cited in Dreyfus & Rabinow, 1982, p. 185). Foucault (1980)
argues, in his discussion of surveillance, power and subjectivity, that control and
power shifts from 'outside' of the individual to the 'inside'. For the purposes of

this study the 'inside' is both the inside of the centre as well as the internalisation
by the adults in the setting so that their behaviours and views of daily events
begin to change. The teachers identified behaviours and reactions to situations
that had always been the norm and were being questioned, rethought and
replaced with new behaviours and new expectations of what is and is not
appropriate.
Constant surveillance is possible by the very nature of the openness of
kindergartens, both with architecture and in the 'open door' policies that
kindergartens maintain. As described by the teachers, this openness has been
expanded through the physical alterations to kindergarten buildings. Staff work
together in the same buildings and outdoor environments, indeed in the same
rooms, parents flow in and out all day, and for many centres the community and
general public walk or drive past the centres with open viewing of the grounds
and building. This has historically been one of the positive features of early
childhood education, but when the surveillance is introduced for 'sexuality control'
or out of a climate of mistrust then other processes come into play. This was
demonstrated in the sexual abuse prevention policies which had been created to
support safe practices for children and where teachers had internalised the risks
and concerns that accompany these policies. It is interesting that the concern
expressed by teachers had not been on child abuse per se or concerns about adult
sexuality. Teachers had no concerns about their colleagues or other staff
members, in this regard. The concerns were of threats of an allegation of child
abuse (particularly sexual). The consequences of these allegations were very real
to the teachers. Working in early childhood was felt to be a more vulnerable
sector for allegations than the primary or secondary schools sectors. Comments
were despairing of procedures once an allegation had been made and the
devastating consequences for a teacher's life even when the allegation had been
disproved. The harm was seen to be in the allegation itself. In this way the power
of surveillance, the potential for harm from public opinion and the damage from

false claims, become internalised into changed behaviours and reactions for the
individual teachers and the early childhood profession itself. The potential risk of
an allegation made the teachers monitor their own and each other's behaviours.

In this way the kindergarten teachers had created a surveillance regime that
almost replaces the law in effectiveness.
The continuing tension between the teachers' own sense of professionalism
and the perceived lack of trust from parents and the community, contributed to a
general climate of mistrust surrounding the service. The teachers' wariness of
parents and parents' reactions is a major concern. As Foucault (1980) identifies,
this climate of mistrust arises out of constant surveillance. Discussing the
Panopticon, Foucault explains that this physical position of being watched by all
and aware of all others at the same time leads to "an apparatus of total and
circulating mistrust, because there is no absolute point" (Foucault 1980, p.158).
While teachers see their community and the parents as a point of mistrust, they
are avoiding seeing their own complicity with the multiplicity of regimes of
surveillance which are at work; for example, the media and wider cultural
constructions outside of their immediate environments and their own constructed
policies. No one particular place or person can be the "absolute point" from
where this mistrust is originating or from where the power is emanating.
As discussed Foucault identifies these disciplinary technologies as the
modern power which produces governable individuals. Deacon and Parker (1995)
see the confession and the written examination as the power which constitutes
teachers, however, this study has also demonstrated that surveillance and public
opinion have played as big a part in the construction of the kindergarten teacher.
RESTRUCTURED LIVES
A key to the teachers' stories is that their whole lives have been impacted
upon by the changes in their workplace and so any discussion of the policy

changes in education needs to go beyond the building and grounds that make the
kindergarten or structures that form the kindergarten working day. As the
teachers' stories demonstrate the blend between home and work, the public and
private, and the perceptions of 'self as a teacher' and 'self outside of teaching' all
come together in experiencing considerable change over the years under study
(Chapter Eight). To attempt to separate them out into 'work versus the private
lives' of these teachers would be to dismantle the teachers' life stories and make
invisible the real impact of the education reforms from 1984-1996. Public
information and history often ignores minority views, thus women's lives are
further hidden because important information, which is relevant to women and
women's positions and experiences, is overlooked, distorted or deliberately
avoided. Ayers' study demonstrated that for six preschool teachers teaching was
not simply what one did but "who one is" (Ayers, 1989, p. 129).
Among the women that Fisher interviewed three perspectives on working
within the human services emerged. These were: to fulfil a perceived unmet social
need; to be part of a professional mission; and to attempt to change the structure
of society. Whatever their particular perspectives they all had one thing in
common, however, and this was that they all complained bitterly about the
problems of working within a bureaucracy. They expressed the view that
bureaucratic authority dominated their caring practices and that they had little or
no hope in changing the bureaucracies. Instead they turned to changing
themselves and their own lives in an attempt to fulfil their ideals in another way
(Fisher, 1990, pp. 120-125).
In the experiences of the teachers involved in this study their lives were
shaped by being a kindergarten teacher both at work and in their home lives.
'Being the kindergarten teacher' constrained and regulated the teachers'
behaviours both in their working day and in their home lives. This was
particularly pronounced for the teachers who worked in small rural towns, and

for the five teachers who had their own children. But for all the teachers as their
job descriptions increased so too did the amount of regulation. Phone calls at
home in the evenings and over the weekends to deal with all matters ranging
from committee concerns to parent anxieties or marital problems; expectations to
be at fundraising events in the evening and weekends (increasingly necessary as
the gap between what the kindergartens received and what they needed
increased); association employers having a more 'hands-on' role, all took up time,
space and emotional energy in the teachers' private lives (See Chapter Eight).
The sense of 'community regulation' was particularly pronounced for the
three teachers who had, or were, working in small towns. Their identity, as seen
by the community, within these communities was directly about 'being the
kindergarten teacher' both professionally and personally. Socially they were
expected to still perform their professional roles, for example, be interested in
talking about the children, kindergarten, and related topics, at all times. Their
behaviour was then scrutinised and the subject of public opinion - is this a place
the kindergarten teacher should be? Is this someone the teacher should be seen
with?
Between the interviews in 1994 and 1996 ALL the teachers had developed a
range of behaviours to minimise or avoid the increased intrusions into their home
spaces and their experiences of private regulation. The strategies they used
ranged from being physically unavailable, to finding other interests and new
contacts outside of the teaching profession. As already discussed a strategy which
the teachers used to maintain their satisfaction and enjoyment through their
teaching day was to reduce their personal investment in the position of 'being a
kindergarten teacher". Thus, pulling away from their identity as a teacher allowed
a move away from the governable and docile teacher positions.
For the teachers who had taught before the national appointments scheme
had been established when associations had a more similar role to the post-Before

Five era the stories the teachers relayed over the invasion into their personal and
professional lives made the teachers concerned for the future. The examples they
shared included - the nature of personal relationships, or being seen in particular
places at particular times, which were known to rule a teacher out of a new
appointment by associations who were quite likely to judge the private lives of
teachers, and listen to gossip. Similarly, the experiences of teachers with
associations, in general, had raised many concerns about the newly created
responsibilities for associations. Overstepping what the teachers felt were their
responsibility had often been an experienced problem, for example, over-ruling
purchases of materials for the kindergarten, checking up on what was in the
kindergarten cupboards, or pressurising teachers not to take sick leave. These are
all examples where the teachers experienced regulation of their lives which can be
argued to be attempts to maintain governable teachers. The new authority which
associations were granted under Before Five, and subsequent legislation, changed
the nature of the relationships between teachers and association members to one
of employer-employee. The only attempt at a unified stand against government
policy (that is, the anti-bulk funding campaigns) had demonstrated to the teachers
that it had become 'them and us' between the teachers and associations, Thus the
discursive strategies associated with the new climates of management and
responsibility and accountability generated new forms of government,
surveillance and mistrust.
CONCLUSION

The concept of discourse has been used here to demonstrate how
conflicting discourses positioned the teachers in different ways. Through the
teachers stories of their experiences 1984-1996 it can be seen that the dominant
discourses, which contain key neo-liberal ideas, were so encompassing and the
discursive practices so all-consuming that the teachers became positioned within a
governed and docile teaching body.

By their own actions the teachers both supported these discourses and by
the nature of their own strategies positioned themselves as 'docile' and
'governable', but, at the same time, they used their agency to chose to work
within some of the discourses and outside others. This agency was demonstrated
in situations where the discursive changes fitted with their existing discourses on
supporting work with children and families. At these times the teachers were able
to embrace the changes.
The down side of a docile teaching force for the kindergarten service is
plain to see however. Burchell(1991)raises the questions of what kind of
subjectivity is involved when individuals obediently "perform their assigned tasks
and conduct themselves in prescribed ways?" (p. 119). The teachers by 1996 were
demonstrating low morale within the sector (Davison, 1997; Renwick &
McCauley, 1995) and were increasingly looking outside of their teaching lives for
enjoyment and satisfaction. The teachers who were actively involved in advocacy
were finding it increasingly difficult to get other teachers to take any form of
action in reaction to new changes. The teachers by 1996 had altered their ways of
thinking about their work and the tasks they were or were not prepared to do.
This loss of 'good will' has serious repercussions for the service.
One of Foucault's main interests has been in the ways in which individuals
are constituted through disciplinary techniques, normalising practices and
competing discursive practices. This study of eight kindergarten teachers has
demonstrated these processes at work. This thesis has traced the change of the
professional and personal experiences of eight kindergarten teachers. Their
personal and professional lives were restructured alongside the restructuring of
the education system, and the early childhood sector. As the eight teachers
discussed their teaching commitment the change from 1994 to 1996 was
noticeable. Sullivan's research with primary teachers (1994) called this change the
"bureacratisation of goodwill" (p. 12) and the teachers in this study would certainly

agree. From going over and above the call of duty continually and being very
happy to do so, the increased bureaucratic climate and all the contradictory
outcomes from the conflicting discourses and discursive practices led them to
withdraw this good will, and to do only what was necessary to meet the
immediate needs of the children they were currently working with, but looking
elsewhere for fulfilment in their lives. While it would have been easy to have
supported Ayers' (1991) notion of the seamless web for the early childhood
teacher as the 'teacher-being-person' concept, for the earlier years of the eight
kindergarten teachers' careers, by 1996 this was no longer as clear. While the
teachers looked to being involved somehow with early childhood education in the
fulre, the changing demands within the service can be argued to have broken
that seamless web, and the teachers were using strategies to enhance the
difference, for example, taking on new interests, and restricting the invasion of
teaching into their home lives.
The kindergarten teachers' stories highlight how their lives were
restructured as the kindergarten service was reformed. Not only were their dayto-day teaching experiences reshaped, but their personal lives and their
subjectivities became reshaped and reformed. This study has examined the
macro-factors at work on the micro-experiences of the kindergarten teachers, and
in so doing the governing of teachers from both within the system and from
without become clear. The teachers' stories enable a view of the early childhood
education restructuring to be reconceptualised addressing the philosophies of the
kindergarten service and the professional and personal commitment to early
childhood education which the eight teachers shared.

Chapter Ten

POSTSCRIPT
Where to start is the problem, because nothing begins when it begins and nothing's
over when it's over, and everything needs a preface: a preface, a postscript, a chart
of simultaneous events. History is a construct, she tells her students. Any point of
entry is possible and all choices are arbitrary. Still, there are definitive moments,
moments we use as references, because they break our sense of continuity, they
change the direction of time. We can look at these events and we can say that after
them things were never the same again. They provide beginnings for us, and endings
too. (Atwood, 1993, p. 4)
INTRODUCTION
This research set out to examine how eight kindergarten teachers
experienced their lives, personally and professionally, in relation to the
restructuring of education that took place during the period 1984 to 1996. I did
not set out to discover an objective 'truth', nor a generalisable study to all of the
education system. This thesis has presented the experiences of eight kindergarten
teachers, during this period, shared through three narratives: firstly, the words of
the teachers, secondly, the words of the teachers incorporating their reflections on
their experiences, and thirdly, my voice presenting the first two narratives and
incorporating theoretical tools. The tensions between the different 'voices' in any
piece of academic work are never easily resolved. I feel that in this thesis by
blending these narratives, I have been as accurate as possible to the teachers'
stories, and the teachers' perceptions of their stories, while at the same time
offering alternative discourses and possibilities that were not initially present in
the teachers' stories.
Teaching, at any level of education, cannot be divorced from personal life.
In this thesis the teachers' stories have demonstrated that subjectivity is an
essential part of their teaching experience. Therefore, I feel that the continuing
need to use and incorporate this personal experience has been supported by this
study. The challenge is now to move this inclusionary approach to the many

levels of policy making and implementation, where teachers' personal
experiences, subjectivities, 'pedagogy of relationships' and 'ethics of encounters'
(Dahlberg, Moss, & Pence, 1999) can be drawn on to shape any policy decision
making or creating. From the teachers' stories it is clear that policy statements,
changes and reforms, need to take into consideration what it is that teachers
ACTUALLY do. I am not suggesting that this means to maintain the 'status quo'
but I do mean to encourage more reflection on the community of knowledge and
community of practice which the change is going to impact on, including the
personal and professional aspects of the teachers, families and the children's lives,
that is (to change Foucault's words slightly) what the policy or change actually
does! I am left with, what I feel are, key questions to be asked of any future
decision making with regard to education policy and change:
How have policy makers considered relationships will be impacted upon by
this change ?
What discourses are being used to construct the policy - does it give spaces for
relationships?
Do the measures for success (evaluation, assessment etc.) of the policy take
into account relationships factors?
While why we should take notice of the subjective and personal in decision
making has been supported by this thesis, how we draw on and use these
subjective experiences is not so easily decided. To accept unquestioningly
women's experiences and stories as true is not necessarily the most productive or
constructive position to take. MacLure (1993) using autobiography to examine
teachers' lives argues that some form of discourse analysis is needed and denies
that we should treat teachers stories as simply descriptive . Indeed, feminists
have been divided over what 'truth' status should be given to women's
knowledge. To simply say that it is 'true' is the flip side of the argument that
men's knowledge is 'truth' and does nothing to disestablish or problematise the
dualism of thought which has dominated the position of knowledge and truth.
Ramazanoglu (1993) presents the case that an answer to this dilemma for

feminism is to accept that as subjectivity and objectivity can never be separated
"we always have to interpret and conceptualise accounts of women's disparate
experiences" (p. 7). How we do this then becomes contested ground. Likewise,
Casey (1996) offers a timely warning for the use of the personal in any research:
If my work permits the teacher I work with to examine their own work
with a seeing that is more inclusive, that surveys an ever widening
surround, that is a search I would gladly join. But if my work certifies
me as an agent of the state to peer into what is hidden from public
view, if it is my look that discovers and appraises, then I might as well
approach the classroom with bloodhound as well as briefcase, and they
ought to demand to see my warrant before they let me in. (Casey,
1996, p. 218)
Cannella (1999) cautions that in using any form of discursive analysis we
must avoid reproducing the system of domination that we are trying to avoid (p.
42). I was aware that in the gathering of my interview data I had become a part of
the problem that I was critiquing. By asking the teachers to discuss their lives and
work with me I had entered into the 'confessing society' where I would not only
be gathering their stories but entering into an examination and judgement of
them, ultimately malung them open for public scrutiny and comment (albeit with
the attempt at safeguards with pseudonyms). This study has opened up the
private, the successful hidden strategies which the teachers have used to subvert
and resist government and employer directives, and made visible that which had
previously been invisible. Thus, it could be argued that, this thesis perpetuates the
disciplinary techniques of disciplinary power discussed by Foucault. In writing
this thesis I was very aware of how vulnerable the teachers could become, and,
while the passing of time since the material was gathered has allowed some of this
risk to lessen, for example, relationships with senior teachers, or comments on
employers, it does not remove these concerns. I still believe, however, that by
listening to the teachers' stories, and re-examining them using theoretical tools,
this thesis has enabled taken-for-granted assumptions about teachers and the
education reforms to be questioned.

RESTRUCTURED LIVES
The title of this thesis Restructuring Lives: Kindergarten Teachers and the

education reforms 1984-1996 was chosen to indicate the depth and breath of the
education changes which occurred over this period. While many commentators
have discussed the impact of the changes on school practices, on the discourses
which we now speak of in education, and of the dissatisfaction experienced by
teachers and parents over aspects of the reforms, this thesis has reported on the
change to eight kindergarten teachers' LIVES. Not only was their working
environment and day-to-day experiences restructured, but so were their entire
lives.
The use of 1984 to 1996 as my time frame for this study reflected that 1984
was, arguably, a 'definitive moment' in history for early childhood, as well as the
other sectors of education, in New Zealand. As the character in Margaret
Atwood's novel discusses, quoted at the beginning of this chapter and thesis, any
point of entry is possible and I chose 1984 with the election of the Fourth Labour
Government, and the party's commitment to early childhood. This change in
government offered the potential for new discourses for the education sector.
Their position on early childhood and the Meade Report have been used as
subsequent reference points w i h n early childhood education. Early Childhood
reviews, research and education critiques take us back to these moments. As
Atwood's character explains:
We can look at these events and we can say that after them things were
never the same again. They provide beginnings for us, and endings too.
(Atwood, 1993, p. 4)
While 1996 was not a definitive end of an era it was, however, time for my
research study to come to a close.
Many of the concerns raised by the teachers' in this thesis did not come to
fruition. Why? Political expediency issues? Change of government ? However,

we have seen how the political philosophies of the National versus Labour
Governments had not been so radically different (May, 1990a). However, early
childhood had 'won against the odds' in 1984 and it looked to do so again in 2000.
In November 1999 there was a change in government. This government, a
Labour-Alliance coalition moved quickly to address early childhood education
policy issues. The most significant of these follow:
First, an early childhood strategic planning group was established and
given the direction to identify goals for early childhood, to develop a long term
policy programme and address the needs of Maori and Pacific peoples. The group
consists of a wide range of early childhood representatives and they have been
given the task of completing their work by August 2001.
Second, the government set up an equity funding working party to
develop criteria and costings for equity funding for community-based [my
emphasis] early childhood s e ~ c e (i.e.
s non-profit making services). This group
reported to the Government by October 2000 with changes were announced in
the 2001 budget.
Third, the Government has made a policy decision to support educators to
upgrade their qualifications so that all staff in early childhood centres and homebased care co-ordinators will have a diploma qualification by 2005.
Fourth, the decision was made to reinstate kindergarten teachers under the
State Sector Act (2000) and the Government committed itself to work towards pay
parity with primary teachers for kindergarten teachers.
Therefore, the political world, and the political will, has changed from the
world this thesis was initially situated within. The pre-election promises of both
the Labour and Alliance political parties challenged bulk funding, promised
reinstatement of the kindergarten service back within the state sector, as well as
reversing many of the extreme liberal right policies for health and welfare. How

this will change the day-to-day experience of the teachers' lived realities could be
the focus of further work. Are we facing new beginnings with the Early Childhood
Strategic Reviezu? Will this be a new reference point for early childhood education?
While this study cannot be generalised to other areas of education, or
other sectors of the early childhood service, it does provide an example which can
help us re-look at, re-examine and reframe new questions for other sectors of
society. Further research and reflection on the lives of the teachers and the
children and families they work with will demonstrate whether a new narrative
for the kindergarten service has become possible and whether early duldhood is
indeed in a new 'definitive moment'.
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APPENDICES
Appendix A

INTERVIEW SCHEDULE (PILOT INTERVIEWS)

Interview Guidelines
Family

parents
siblings
significant relatives
significant memories
present family setting

Formal Education

Primary
Secondary
Teachers College / University
Other

Decision to Teach

significant people
significant events
significant memories
significant decisions

Career in Kindergarten Teaching
significant people
ambitions
influences
achievements
difficulties/ distractions
family commitments
The Educational Reforms of 1988-1994
level of involvement
significant events
significant people
general feelings/ ideas

Appendix B
INTERVIEW QUESTIONS PHASE ONE 1994
o Can you describe any factors that led to your becoming a teacher?
*family
*relatives or friends
*school
*teachers
*media
*events or memories.
o When did you decide to become a teacher?
o What significance did this decision hold for you in your life at that time?
*family
*personal/ social life
*long term plans and goals.
o What were your experiences of training to be a teacher?
*significant memories
*significant events
*significant people
*setting of goals or long term plans.
o Can you think of early experiences in the first few years of teaching that continue to influence
what and how you teach now?
*significant people -teachers, parents, committees, children, peers etc
*events
*goal setting and directions.
o Can you remember any teaching ambitions or career directions at that stage?
*later on?
*significant events or people
o What do you like most about teaching?
*rewards
*highlights
*favourite moments
*when feel best.
o What is most difficult about teaching?
*why?
*significant events
"significant people
*structural or personal?
o Have you changed as a teacher over the years?
*how?
*why?
*personal?
*structural?
o Is teaching pretty much what you had expected?
*similar or different to earlier in teaching?
*what has changed?
*why?

o What significance does teaching hold in your life now?
*personal
*professional
*key events
*achievements
*difficulties
*current ambitions/ goals.
o How have you negotiated your family commitments/personal life with your teaching
commitments?
*meetings
*work hours
*teacher education
*committee work
*promotion
*paper work
*team building
*fund raising
*childcare/ children
*housework
*relationship/ s
*personal interests.
o How have the education reforms 1988-1994 affected your teaching?
*see list of reforms and work through.
*key events, people, issues.
o How have the education reforms affected your personal life?
*family
*children
*time
*attitudes.
o Have other legislatives changes made any impact as well?
*EmploymentContracts Act.
o General Comments and Ideas.
o Secondary School Education and Family Background (if time).

Appendix C
INVITATION LETTER TO SELECTED PARTICIPANTS
[Letterhead]
3 June 1994

Dear
GREETINGS.
As you know I am at present a student in the Education Department of the
University of Otago. This year I am undertaking thesis research which will form
my Master of Arts. It is entitled "Kindergarten Teachers: A Life History
Approach" (although I will have thought of a better title by the completion of the
research).

I am writing to you to invite you to be a participant in my study. I am proposing
to i n t e ~ e wkindergarten teachers, drawing on their personal and professional
experiences as kindergarten teachers, highlighting the last ten years in particular,
as the era of educational reform. Attached is a research proposal, which gives you
a full and clear outline of both my motives, and the aims of the research.
As indicated in the proposal I envisage the first tape-recorded interview to take
between 2-4 hours, and the follow-up interview 1-2 hours. On top of this time
there will be a brief questionnaire to fill out, and transcriptions of the interview
sections for you to check and comment on. At this point you are probably
thinking "too much time, too much work - has that woman already forgotten
how busy kindergarten teachers are?!!!!". Well, no I have not forgotten, and I do
know how much I am asking of you. But I hope that you will find the experience
personally and professionally worth it, and together with the other teachers have
an opportunity to ''be heard".
If you have any questions that I have not answered in the material that I have sent
you please contact me at (03) 4556-436 evenings, or my supervisor, Dr Peter Rich
at (03)479-8803 daytime.

I would value your time and contribution, as I feel that you would have much to
contribute to this study and the eventual positive and beneficial outcomes of this
work. Would you please sign and return the attached form (in the enclosed reply
envelope) as soon as possible, and I will contact you directly if you are interested
in participating.
Kia Kaha,
Judith Duncan (Ms)
Researcher

Peter Rich (Dr)
Supervisor

Appendix D

CONSENT FORMS INDICATING WLLINGNESS TO PARTICIPATE
Please tick one of the options below and return in the stamped, addressed
envelope:
0 I agree to being a participant in the kindergarten teachers' life-history research.

or
0 I do not agree to being a participant in the kindergarten teachers' life -history

research .

Name

Thank you

Appendix E
ETHICS STATEMENT FOR THE PARTICIPANTS

Phase One

KINDERGARTEN TEACHERS: A LIFE HISTORY APPROACH
A CONSENT FORM

AIM: This research proposes to examine how kindergarten teachers experience

their lives, both personally and professionally, as kindergarten teachers, with
particular focus on the 1980's to the present day.
Using a life-history approach, six kindergarten teachers will be interviewed,
drawing on their life experiences as teachers, so as to capture the stories and the
feelings of the contemporary kindergarten teacher. Examples of topics which will
be drawn on include your family, education, your decisions to teach, your career
in teaching, and the educational reforms of the 1980's et cetera.
YOUR ROLE:

* Your will be asked to participate in an initial interview of 2-4 hours, drawing on

your life experiences, both personally and professionally. Notes will be taken
through the interview, and each interview will be tape recorded.
*The tape recording of your interview and its abstract will be returned to you so
that you can check them. You will be able to choose to listen to the full tape
andlor use the abstracts to check sections of the tape. This will give you an
opportunity to add to, remove, or change anything that you have said.
*Therewill be a follow-up i n t e ~ e w
of 1-2 hours where any extra comments can
be made on your own story, or the research process itself.

* At the initial meeting you will also be given a questionnaire to fill in on brief
work history data, to save time in the recorded interview.

PROCEDURE:

* All interview records will remain confidential and as anonymous as possible,
that is, every endeavour will be made so those not close to you will not be able to
identify you.
* You will have several opportunities to change, add to or delete anythng that
you say in your interviews.

* Quotes from your interviews, taken from the recorded tapes, will form the basis
of the thesis, and will be used with false names.
* You have the right to withdraw from the research at any time until you have
signed the final consent forms releasing the tapes for research purposes.
* A summary of the study will be sent to you at the completion of the thesis, and
copies of your tape will be available for you to keep on your request.
* The tapes will only be kept, by myself, after completion of the thesis with your
permission. Otherwise they will be wiped.

My signature below indicates that I have read
and understood the information above, and that I consent to participate in this
research project.
CONSENT FOR PARTICIPATION :

(Signature)

(Address)

(Name- please print clearly)

(Telephone)

Appendix F

QUESTIONNAIRE 1994

QUESTIONNAIRE: Life History Research
Please fill this in and have it available for our first interview.
Name:
Date of Diploma or
equivalent:
College or equivalent
Other Qualifications,
eg, AST, University etc.

Teaching Positions (please indicate if permanent or relieving, head teacher,
teacher, senior teacher etc):
Years (date)

Position

Occasions of Leave or other absences from teaching: (pleaseindicate
reason, eg, study, maternity, illness etc.)
Years 1dates
Reason

Other Work or Relevant Involvements (eg, Union activities,
representations, or alternative work):
Years 1dates
Involvements

Thank

you

Appendix G
AN EXAMPLE OF THE ABSTRACTING OF AN INTERVIEW
TAPE THREE:

000

Start Tape.

002 Compares with Primary school funding and rewards for cultural equity
provisions.
007 Discusses the state of play with teachers and current position with bulk
funding, staffing and rolls.
019 Reflects on pressure to raise rolls in own kindergarten. Suggests options
other than dropping or raising rolls.
053 Describes how the PSU scheme would have enabled all kindergartens to
have had their 40/40 rolls with three teachers by now, "as an alternative, I'm
afraid, bulk funding doesn't stack up too beautifully."

060

Details the campaign involved against the Employment Contracts Act.

072 The difference that the ECA has made is in the combination of it with bulk
funding, "if we had one without the other, then the other wouldn't be so bad."
Explains.
( discusses

the reform sheets) .

097 Discusses the National Day of Mourning [day bulk funding was
introduced], all wore black, visited MP " we had to explain to him that it was a
National Day of Mourning. He said 'I didn't think it was a fashion statement'.
105 The Employment Contract Negotiations (1992) were a "big bone of
contention and division between the Kindergarten Association and the teachers."
Explains how the baffle lines became drawn and won by the teachers at the end of
1993 .
120

( break

for a moment!)

126 The cuts from the childcare subsidy has had a flow on effect in some
kindergartens when children have been no longer able to afford to go to
Kohanga.

131

Reflects on the amalgamation of CECUA and NZEI. Details.

167 Meanwhile teaching "generally" continues. Some of the methods of
teaching have changed but "we just keep on keeping on and the rest carries on
around us and you just try and keep things as normal as possible in the
kindergarten so that the kids aren't getting involved in all these upheavals."
Discusses.
184 Reflects on when you feel like you are not appreciated it gets hard. Refers
to the good feedback and support that does happen.
206 The education reforms have 'probably effected me in the personal level
more than it has on the teaching level'. Explains, and lists examples.
239 Describes the personal growth that has come out of the reforms. Explains.
'As long as I feel I've done everything in my power to effect change, and if it
hasn't worked well at least I've tried'.
263 Refers to having a baby in the future, and/or having a private
kindergarten. Reflects on the personal/ political dilemma of playing into "Locky's
hands", and private enterprise with owning a centre.
287 Likewise reflects on the children coming to a paying centre would not be
the worlung-class children who offer so much in terms of present job satisfaction .
301

Sees the future in terms of Early Childhood. Elaborates.

329 "Would have to get really annoyed with something at work to leave the
kindergarten and try something else.

Appendix H
LETTER TO PARTICIPANTS RETURNING PHASE ONE INTERVIEWS

[Letterhead]
10 June 1994

Dear,
Many thanks again for being a willing participant in my research on kindergarten
teachers' life histories.
It was great being able to talk with you when I was down in the holidays, and
enclosed are the products of our interview. The tapes are copies for you to keep,
and to use to review and decide if any amendments, deletions, or additions need
to be made. To help with that task is the enclosed Abstract. It works like an index
to your tapes, summing up the contents and giving approximate counternumbers for you to find the selected bits. I would be grateful if you could take
some time to re-listen to your interview. You may wish to listen to it all, or use
the Abstract to guide you to pieces you may want to check. Please feel free to
write all over the Abstract if you wish to make comments, or mark things or
places that you wish me to edit. This will be the easiest way for us both to be able
to find the pieces and for you to remember what you wanted to change. I will not
be using the interview until we have had a chance to discuss your comments, and
you have had an opportunity to sign a release form for the tapes.
You will also notice that names are printed in italics, these and any other
identifying features will be changed before I use the surrounding information, so
as to ensure your anonymity. You may like to tlunk about a name that you
would like to be called in the study!
Likewise, you may think of other things that you would like to say after listening
to the interview. Similarly, please make a note of these and we can discuss them
when I see you next.
I hope to be down to see you at mid-term break, but will ring and make a time
that suits with you. I would be grateful if you could have completed the
questionnaire and have listened to the interview before we meet.
Again, I thank you for your time and energy and look forward to seeing you
again. If you have any concerns or questions for me before then please ring, or
drop me a line.
Kindest regards,
Judith Duncan (Ms)
Researcher

Peter Rich (Dr)
Supervisor

Appendix I
LETTER TO PARTICIPANTS EXTENDING THE STUDY
[Letterhead]
Date)
Dear
Many thanks again for your part in my Masters thesis research on Kindergarten
Teachers' lives. You may have wondered why you have not received the final
report, and whether I am still working on the material - or have disappeared
totally!
Well, my preliminary analysis of all the interview material has begun and owing
to the quality and quantity of the information from all the interviews, and the
variety and scope of the initial findings, it has been decided to extend this study to
a PhD thesis.
What tlus now means is that I have the time and opportunity to send you the
preliminary results for your comment, discussion and reflection. I realise tlus
sounds like (and is) more work, but I hope that you will still be interested in
reading them. Your thoughts and contributions on my initial analysis of all the
stories will be extremely valuable.
Similarly, owing to the length of time it has been since we talked last I would
really like to update some of the questions we covered, as your feelings about
your work and the changes within the kindergarten service may have altered
since your first interview.
While I realise that this will take up a little more of your time, I hope that you will
find this extra stage of the project worthwhile. I will be giving you the
opportunity to read the draft and make comments either written or verbally in
the following interview. The interview will take approximately 1hour to talk
about any changes that have taken place since our last meeting in 1994. Again,
you will receive your tape back and an abstract to make any further comments,
changes or additions before any of that material is incorporated into the thesis.
I will contact you soon to discuss whether you wish to participate in this next
phase or not. Again, thanks for all your input into the research up to this stage.

Kia Kaha

Judith Duncan

Appendix J
INTERVIEW QUESTIONS PHASE TWO 1996
INTERVIEW 2 (1996) QUESTIONS
1)Comments on previous interview material.

a) How do you see that being a woman has influenced your:

- choice of job

- your ideas/ choices of a career?

- your work in the kindergarten senrice?
- your work and your personal life and commitments?
- your goals for your work and personal life?
b) What do you perceive to be your strategies in dealing with all the changes
which have occurred over the last decade?

- in your personal life
- in your work life
c) In terms of 'identity' and how 'you see yourself' how would you describe
yourself to someone?
d) How would someone describe you in your work life?
e) How would someone describe you in your home life?

- would they be accurate?
- what would be missing?
- would there be a difference between your work identity and your
home identity?
- where are they similar?
- where are they different?
- do they come into conflict?
- have they changed over time?
- is there somehng different again that you see as yourself?
2) Particular questions specific to the previous interview material.
3) What have been the changes over the last year?

- in your personal life
- in your work life
4) What have been the biggest issues for you over the last year?

- in your personal life
- in your work life
5) What is the biggest issue?

6 ) What are the current issues for you?

- in your personal life
- in your work life
7) What are the present problems for you? (difficulties?constraints? challenges?
disappointments?)

- in your personal life
- in your work life

8) Are these the same as the things you dislike in your teaching or personal life?
Are these the same/ different since we talked last?

9) What are your present satisfactions? (successes?challenges?)

- in your personal life
- in your work life
10) Are these the sameldifferent since we last talked?
11)What are your future plans?
- in your personal life

- in your work life

12) Are these the same as last time - changed? Why?
13) General comments.

Appendix K
LETTER TO PARTICIPANTS 1996 RETURNING INTERVIEW TRANSCRIPTS
[Letterhead]
Dear,
Many thanks again for all the time you have shared with me over the i n t e ~ e w s
and all the preparation and thought that you have put into the whole project.
Enclosed are the tapes and the transcript from the last interview. The transcript is
word for word as it was recorded - warts and all. Relax as you read it, the finished
version will be tidied up, identifying features such as names and places will be
deleted.
I would appreciate it if you would read through the transcript, or listen to the
tapes, and indicate any material that you wish edited in anyway - changed, deleted
or added to - in the same way as we reviewed the material of your first i n t e ~ e w .

I am also interested in how you find reviewing this material (as tapes and
transcripts) in comparison to reviewing your first interview (tapes and abstract).
When we meet next I will ask you the following questions as it will help me assess
which method is best for reviewing and checking the material.
1.Which method do you like best and why?
2. Which method do you feel allowed you to review and check the material to
your satisfaction?
3. Which method was easier for you?

Again, thank you so much for all your work and energy which you have given to
this study. I will phone you in a couple of weeks to catch up with you again to
complete this process.
Kia Kaha

Judith Duncan

Peter Rich and Mark Olssen
Supervisors

Appendix L
CONSENT FORM MASTER'S THESIS
Phase One

AGREEMENT FOR USE OF TAPE-RECORDED
INTERVIEWS

I have had the opportunity to review and amend the tape-recorded
am
satisfied
with
them
in
their
interviews
and
amended/edited/present form. I consent to Judith's use of them in
her Master Thesis.

Signature

Date

FINAL CONSENT FORMS

Phase Two

AGREEMENT FOR USE OF TAPE-RECORDED
INTERVIEWS

I have had the opportunity to review and amend all the taperecorded interviews involved in this study and am satisfied with them
in their amended/ edited/ present form. I consent to Judith's use of
them in her Masters Thesis.

Signature

Date

AGREEMENT FOR USE OF TAPE-RECORDED
INTERVIEWS

I have had the opportunity to review and amend all the taperecorded interviews involved in t h s study and am satisfied with them
in their amended/ edited/ present form. I consent to Judith's use of
them for publishing purposes and presentation at suitable forums.

Signature

Date

Appendix M
EDUCATION REFORMS AND LEGISLATION
1984

Election of the Fourth Labour Government
Wage freeze lifted after two and a half years

1985

Kindergarten teachers strike over proposed salary increase
(first time)

1986

Childcare services transferred from the Department of Social
Welfare to Department of Education

1987

Labour Relations Act

1988

State Sector Act
The Meade Report, Education to be More
Three year integrated training introduced in Colleges of
Education

1989

State Sector Amendment Act
BEFORE FIVE
*Bulk Grant for Early Childhood Centres;

"Review and Audit Agency (later Education Review Office);
*New structures replacing Department of Education:
Ministry of Education
Special Education Service
Early Childhood Development Unit
Parent Advocacy Council (axed July 1991)
NZFKTA amalgamated with ECWU to form CECUA
1990

Education Regulations legislated

Economic and Social initiative

Froze staged implementation of higher funding for early
childhood s e ~ c e s
Introduced the choice for kindergartens to charge fees
Halted the PSU scheme (staged increase for all
kindergartens to have three teachers)
Seventeen reviews of education begun - four targeted at early
childhood
Introduction of the Statement of Desirable Objectives and
Practices replace previous requirements
State Sector Act : delegating ability by SSC to others for
employment negotiations.

Budget :
*reduced funding for under 2's
*proposedbulk funding of kindergarten salaries
*changed under 2 ratios
*removed equity provisions from charters
*introduced Parents As First Teachers Scheme
*eased staffing and qualifications points
*removed staffing ratios from charters
*inservicetraining funding became contestable
Early Childhood Funding Review
Employment Contracts Act
Split between kindergarten employer groups
(end of national service for employment, funding, and
disciplinary and dispute procedures)
March 1, implementation of bulk funded salaries in
kindergartens
Kindergarten1Education Sector employment contract
negotiations (stopwork and strike action)
August - end of national appointment and review schemes
June: cuts to subsides to low income families where parents not
in employment or training
CECUA amalgamation vote with NZEI
Early childhood review of resources and targeting funding

Expansion of PAFT (Parents as First Teachers Scheme)

Te Whdriki , draft early childhood curriculum released
Early Childhood Code of Ethics development
Kindergarten employment negotiations begin
Strike and stopwork meetings over employment negotiations
Temporary settlement of employment contract (no longer a
national collective settlement)

Budget :
funding changes
charter requirement changes
expansion of Parents As First Teachers Scheme

Appendix N
HISTORICAL TIMELINE

Timeline :
Changes
for New
Zealand

EDUCATION:

EDUCATION:

Kindergarten &
Early
Childhood

General

POLITICAL
CHANGES

Education Act universal primary
education

1877

First officially
recorded Free
Kindergarten,
begun in Dunedin

First Labour
government
elected.
Compulsory
unionism
introduced.
Social Security Act
(watershed
document).
World War 11.
War with Japan, in
the Pacific
Mobilisation of
women into the
workforce.
The Bailey Report.
supported
expansion of the
kindergarten
service.

I
I

I

Government
assumed
responsibility for
funding
kindergarten
teachers salaries.

I
I

I
National
Government
elected.

New Zealand Free
Kindergarten
Teachers
Association
(NZFKTA)
established.
Second Labour
Government
elected.
Child Care Centre
Regulations
introduced.

Government
Services Equal Pay
Act.
National
Government
Elected.

Kindergarten
teachers were
included in the
Education Act 1964,
as members of the
education service.
The Hill Report.
Equal Pay Act,
provided equal
pay in 5 steps by
1978.
Third Labour
Government
elected.
Childcare Fee
Subsidies.

Introduction of the
Domestic Purposes
Benefit.
Accident
Compensation
Scheme introduced.

National
Government
Waitangi Tribunal
established.

Advisory
Committee on
Childcare Centres
set up.

National
Government reelected.
National
Government reelected.
Maternity Leave
and Employment
Protection Act
assed.
Liable parent
contribution
scheme required
contribution from
other parent of
child of a domestic
PU'pOSeS
beneficiarv.

Early Childhood
Workers Union
(ECWU)
registered.

Twelve month
wage, price, and
rent freeze
imposed.

Kohanga Reo
began.
The Equal
Employment
Opportunities
programme
introduced into the
public (state)
sector.
Wage and price
freeze lifted.
Labour party wins
snap election.

First time
kindergarten
teachers take
industrial stopwork action over
matters affecting
pay and working
conditions.
Early Childhood
Forum held in
Wellington. Key
recommendations
made.
The first blanket
coverage of
employment
award negotiated
for childcare
workers.

Family Support
replaces Family
Benefit.

Administration of
childcare services
moved into the
Department of
Education

Guaranteed
minimum family
income for low
earners with
children.

Bachelor of
Education (ECCE)
available for
kindergarten
teacher trainees.

Labour Relations
Act - led to the
amalgamation of
small Unions.

-

--

-- --

-

Three year
integrated Early
Childhood
training introduced

Administering for
Excellence (Picot
Report) released.

State Services
Commission takes
over from the
Department of
Education as
employer of
teachers.

State Services
Commission takes
over from the
Department of
Education as
employer of
teachers.

Report from the
working party on
early childhood
education
administration and
funding released:
Education to be
More.

State Sector Act rules for employers
mirroring private
sector.

Before Five
released.

Education Act
passed.

(February)

Guaranteed
retirement income
replaces national
superannuation
State Sector
Amendment A d

(1st October)
Changes to the
administration of
education in the
early childhood
sector took place.

(1st October)
Changes to the
administration of
compulsory
education sectors
took place.

Sunday trading
begins.

(January)
Amalgamation of
NZFKTA and
ECWU into
CECUA.

First school board
elections under
'Tomorrow's
Schools' reforms.

Unemployment
benefit for under 18
year olds
abolished.

Increases in
tertiary fees
announced.

The Employment
Equity Act passed.

Corporal
punishment
abolished in
schools.

National
Government reelected

Seventeen reviews
of education begun
(four ECE).

The Employment
Equity Act
repealed.

Education (Early
Childhood
Centres)
Regulations
vassed.
Charter writing for
kindergartens and
schools.

Four review of
Early Childhood
~duiationbegun.
Tlze Economic and
Social and
Initiative:
Froze funding for
EC services;
Halted PSU
scheme.
Finance Bill (No.
2) Removed
restrictions for
kindergartens to
charge fees.

December: Tlze
Economic and
Social and
Initiative.
Welfare and
governmental
spending cuts.

--

Introduction of the
Statement of
Desirable
Objectives and
Practices.
(April 4th)
Industrial action
taken over the
Employment
Contracts Bill.

(December) Split
develops between
kindergarten
associations in
NZFKU. They
subsequently
formed the
NZFKA and
NZKF
State Sector
Amendment A d
(delegates
employer status to
Boards of Trustees
and other
representative
bodies)
Budget:
reduced funding for
under 2's; changed
ratios for under 3's;
proposed bulk
funding of
kindergarten
teacher salaries;
removed
compulsory teacher
registration;
removed equity
provisions from
charters;
introduced
contestable
inservice training;
eased staffing and
qualification
points.
Early Childhood
Funding Review.

State Sector
Amendment A d
(delegates
employer status to
Boards of Trustees
and other
representative
bodies)

Employment
Contracts Act
passed.

(July) Further
welfare cuts
announced by
Minister of
Finance.

(November)
Community
Services Cards for
health subsidies
are posted out.

March, 1, bulk
grant funding of
the kindergarten
service begins.

Study Right
scheme introduced
for tertiary
students.

Suaranteed
iietirement Income:
qualifying age is to
3e raised from 60 to
55 years, starting 1
4vril.
--

March, 2, day of
mourning in New
Zealand
kindergartens over
bulk funding.

Tertiary Student
Loans Scheme
introduced (1Jan).

:February) User
?art-charges for
nealth care
ntroduced.

Secondary,
Primary and
Kindergarten
employment
contract
negotiations are
held.

Secondary,
Primary and
Kindergarten
employment
contract
negotiations are
held.

:September)
Electoral reform
referendum sees a
vote for change
(85%of voters).

Devolved
employer
responsibility for
negotiating,
offered to
kindergarten
associations.
Parents as First
Teachers

programme
End of National
Appointment and
Review Schemes
for kindergartens
(August).
Increased roll
numbers for some
kindergartens of
45145, while
others look to close
as no longer
'financially viable
units'.

National reelected, with
Labour as
Opposition with
Alliance and New
Zealand First
parties.

-

Draft national
curriculum (ECE) Te WItiiriki launched.

-

Electoral reform
voted for in the
shape of Mixed
Member
Proportional
Representation.

lune: Cuts to
childcare subsidies
to low income
families where
parents not in
employment or
training.
CECUA vote to
amalgamate with
NZEI.
-

-

Peter Ellis court
case.
Employment
Contract
Negotiations for
teachers resume.
Budget: funding
changes, charter
requirement
changes, expansion
of PAFT.
Kindergarten
strike and stopwork meetings over
employment
contract
negotiations.
Settlement on
contract - now
divided and no
longer a national
contract.

DOPs revision
begun (enforceable
August 1998)

released.

12 October: New
Zealand's first
MMP election. A
National / New
Zealand First
Coalition
Government is
formed.

Budget: changes to
funding for early
childhood.
July: another
funding package
offer for
kindergartens .
September: Third
funding package
offer.

