E D 1 T O R S8

Sherry B. Ortner, Nicholas B. Dirks, Geoff Eley

ALIST OF TITLES
IN THIS SERIES APPEARS
AT THE BACK OF

THE BOOK

R L.

Ffm:[shvf, Wovren 199
REMAKING WOMEN

FEMINISM AND MODERNITY
IN THE MIDDLE EAST

PRINCETON STUDIES IN
CULTURE /POWER / HISTORY

Edited by Lila Abu-Lughod

PRINCETON UNIVERSITY PRESS 4
PRINCETON, NEW JERSEY




.~ PartTwo

MOTHERS, WIVES, AND CITIZENS:
THE TURN OF THE CENTURY




CHAPTER 3

Crafting an Educated Housewife in Iran

AFSANEH NAJMABADI

SEVERAL recent writings on women in the turn-of-the-century Middle East
have noted the centrality of motherhood and wifehood, particularly their regu-
lation through textbooks of domestic sciences, to the discussions of the notion
of “woman” in this period.! Whether it is argued that women themselves used
this modernization and scientization to improve their status in society, or that
the process contained and frustrated the possible feminist potentials of
women’s awakening, or even that the scientization was a disciplinary and reg-
ulatory process that crafted a modern womanhood in contradistinction to a
traditional one, these arguments do not adequately deal with the significant
shifts that concepts of motherhood and wifehood had gone through to produce
this discourse in the first place.

If the well-known argument for women’s education—that educated women
made better mothers and wives—sounds very traditional and, given our late-
twentieth-century sensibilities, reads as a reinforcement of women'’s old pro-
fessions, this disappointment perhaps arises from lack of attention to what
important shifts in “mother” and “wife” constituted the subtext of that argy-
ment.” In Persian texts, these shifts in meaning from premodern to modern
normative concepts reconfigured woman from “house” (manzil) to “manager
of the house” (mudabbir-i manzil). They were closely linked to the educational
debates of the last decades of the nineteenth century and the first decades of the
twentieth. The modern educational regimes, deeply gendered from the start,
were central to the production of the woman of modernity through particular
I regulatory and emancipatory impulses that I will review in this essay. More-

over, I hope to demonstrate that these two seemingly conflictive impulses in
fact enabled each other’s work. For woman, the emancipatory possibilities of
modernity and its disciplinary “technologies” were mutually productive.

FROM “HOUSE” TO “MANAGER OF THE HOUSE”

Premodern normative concepts of wife and mother can be read through Persian
books of ethics that were aimed at producing a perfect Muslim man, as man of
God, man of the household, and man of the polis.® Although these books vary,
there are a number of common points that are at the center of my concern here:
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that the father, not his wife, was the manager of the household (mudabbir.;
manzil) and in charge of the discipline and education of the children (sons,
more specifically), and that the biological mother was not necessarily and at
times not preferably the nurturer and caretaker of the child.? These texts were
male-authored; moreover, the reader was assumed to be male, and in the see.
tion on discipline and management (siasat va tadbir) of the household, he wag
addressed as the head of the household, as the managing owner of property,
wives, children, servants, and slaves. The first function (regulation of property)
had not only textual priority over the other three; in fact, the other three seem
to have been at the service of the first: “The motive for taking a wife should be
twofold, the preservation of property and the quest of progeny; it should not be
at the instigation of appetite or for any other purpose.” The man was given
advice on who constituted a good wife (“The best of wives is the wife adorned
with intelligence, piety, continence, shrewdness, modesty, tenderness, a loving
disposition, control of her tongue, obedience to her husband, self-devotion in
his service and a preference for his pleasure, gravity, and the respect of her
own family”).® He was also advised on how to regulate and rule his wives:
“Once the bond of union is effected between husband and wife, the husband’s
procedure in ruling his wife should be along three lines: to inspire awe, to
show favor, and to occupy her mind.””

Similarly, the section on children was directed to the man.® It was the father,
not the mother, who was in charge of a child’s upbringing. He was the one who
named him, chose a wet nurse, and was responsible for his physical and mental
development.®

Not & nurturer and an educator—like the later mother of late-nineteenth-
century Persian texts on women and education of the nation—the motherhood
depicted in these treatises resides in the first place in the womb. Although the
mother is given a secondary nurturing role in much of the premodern literature
on parenting, her primary contribution is to provide the vessel of the womb for
conception and prebirth nurturing of the fetus. '

Indeed, some of the reformist critical literature of the nineteenth century
continued to treat mothering in apparently similar terms. Mirza Aga Khan
Kirmani (1853/54-96), one of the most important critical inteflectuals of nine-
teenth-century Iran, wrote in Sad khatabak (One hundred discourses) of five
schools in which “every individual man gains his ethics and perfects his tem-
perament and character. The first of these schools is the womb of the mother
where the fetus gains the fundamentals of his ethics and acquires those charac-
ter traits and attitudes that during the term of pregnancy were in the mother,
innately or as acquired character. If, for instance, the mother is mean and jeal-
ous, whether she was innately so or became so, undoubtedly this character trait
will inhere in that fetus.”"" If she was scared of something, had bad or good
dreams, or became ill, this experience, Kitmani argued, would be transmitted
to the fetus.
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The second school was the family, Every suckling child was trained accord-
jng to the manners and ethics of his family, the closest among them his
mother.'? This was the only place that Kirmani wrote of the mother as an
educator for the child, after which he returned to emphasizing the influences of
the womb. For instance, he argued that the reasen Iranian children were ugly
and ill-statured was because at the time of conception the father had not ap-
proached the mother with desire and happiness.”

Kirmani argued at great length that the first school, the womb of the mother,
was the most important and most influential. What traits of temperament and
manners entered into the fetus’s blood was very difficult to change. It was for
this reason that one had to be considerate toward women and have regard for
their rights. He argued that when the time came for people to address their
oppressors and complain, the son would seek his rights against the father who
had failed to take him to school to learn sciences and skills and techniques and
crafts and manners and ways of humanity. In contrast, the fetus in the mother’s
womnb would ask why she had taken it to mourning sessions and cried so much
for the dead imams and their relatives, instead of taking care of it in happiness
and kindness.* Notably, Kirmani suggested that the wife would interrogate the
husband about why he had not treated her as a companion and helpmeet, why
he had made her dumb, deaf, and blind, deprived her of all rights of humanity,
and buried her alive in a house, forcing her to take refuge in tricks and guile.
The husband, on the other hand, would complain that the wife, instead of being
a companion in life, had ruined his life with trickery."

Despite some similarities between Kirmani’s nineteenth-century Sad khata-
bah and a premodern text like Tusi’s thirteenth-century Akhlag-i Nasiri, these
works differ vastly. Whereas Tusi wrote as a Muslim philosopher for other
Muslims and was concerned with the production of the perfect Muslim man,
the author of Sad khatabah spoke of himself as an Iranian (man-i Irani),'®
concerned with the sorry state of the Iranian nation (miflat-i Iran). He consid-
ered his ideal reader to be not a Muslim man in search of this-worldly and
otherworldly perfection but an Iranian man concerned with the fate of Iran."”
The perfect man had changed from a Muslim believer to an Iranian citizen.

The continuities and discontinuities of Kirmani’s concept of mother and
wife with Tusi’s are worth pointing out. To envisage the womb not simply as
a vessel but as a school (maktab) imputed all the disciplinary and regulatory
functions of school to the womb. Not only did the bearer of the womb regulate
the character of the fetus, but now the regulatory process turned back upon the
womb/woman. National formation began with the womb. I differentiy con-
structed Iranians were to be produced, woman as potential mother needed to be
regulated and reconstructed. But the new notion of schooling also heralded
new rights: because of the womb’s central importance, “one needs to pay spe-
cial attention to and care for women and their rights so that children will not
become ill-tempered and bad-natured.”® In Iran, however, Kirmani argued,
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“women are deprived of all rights of humanity and are forbidden the pleasureg
of life. . . . Iranian women are treated as lower than animals; nay, they are legg
valued than the dogs of Europe and the cats of cemeteries.”"”

Thus in Kirmani’s rearticulation of premodern wisdom, the womb became
the ground at once for regulatory practices toward women and for awarding
women particular rights. This double movement, combining disciplinary
techniques and emancipatory promises, becomes a general feature in the re-
thinking of gender in the Iranian modernist imagination. I will discuss its
workings on several levels later in this essay, but here I want to point out the
enabling dynamic of this double movement. Tt is by no means the case that
the two strands of this movement simply contradicted and frustrated one an-
other. Rather, the disciplinary and emancipatory moments enabled each
other’s work; in this particular case, a newly envisaged womb produced the
regulatory and emancipatory drives at once in order to produce children
worthy of modermnity.

Woman was also reconfigured as wife: she was to be man’s companion in
life. Kirmani argued at length against gender segregation and against the veil,
which in his opinion not only failed to guarantee a woman'’s chastity but con-
stituted a severe hindrance to her belonging to humanity and her attainment of
education and knowledge. It had reduced half of the Iranian people to a para-
iyzed, enchained state of ignorance with no ability to render any service to
society. Rules of segregation also deprived men of the beneficial effects of
socializing with women. Kirmani held these restrictions responsible for ped-
erasty in Iran.*® Moreover, he argued that men and women married without
having known or even seen each other and thus began their married life, more
often than not, with dislike—if not hatred— from the first night of marriage
when they would finally set eyes upon each other.”

In another work, Hasht bikisht, most likely coauthored with Shaykh Ahmad
Ruhi around 1892 as an explication of Babi religion, Kirmani had expressed
similar but more radical views.”” The authors of Hasht bihisht argued strongly
against parents’ forcing their children io particular choices of spouse, and for
the need of men and women to choose their own mates willingly and get to
know each other for several years during their engagement. They also spoke of
the equality of women and men in the pleasures, benefits, and rights of mar-
riage, and of the necessity that women be educaied in all sciences, skills, crafts,
and ethical matters. They argued for the removal of the veil, but at the same
time, to prevent sin, evil, and fornication, they prohibited women from talking
to men who were strangers to them.” They emphasized women’s comprehen-
sive equality with men and recommended that men include women as their left
hand in all activities so that both hands could work equally. Furthermore, they
linked the social lot of women, through motherhood, to the fate of humanity.
In other words, motherhood became a mediating term between two concepts
central to modernity: progress and women'’s rights. “Women’s Aifab (veil) and
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qura (laced face cover), their segregation from men, and their loss of all rights
of humanity such that they are not even counted among human beings cause

at corruption in the world of humanity, because this delicate kind consti-
ttes children’s early education. They are the teachers in the household and the
fountainhead of all progress for humanity.”?!

This argument differentiates a modernist work such as Hasht bihisht from
earlier books of advice and ethics. Instead of being part of the household—in
fact, sometimes collapsed into the household and referred to as the household
(manzil)—and subject to the man’s management, woman has become the man-
ager of household affairs and the educator of children.*® Moreover, Kirmani
and Ruhi continued to press their argument to full equality of men and women:

Because of the ill ways men have treated them and have placed them outside the
domain of humanity, half of the world of civilization and wrbanity has remained
unused and without effect. But the world of humanity cannot reach for perfection
unless women become equals and partners with men in all affairs and rights; in
fact, heman traits are much more perfect in women compared to men. . . . in all
rights including learning and education, government, inheritance, industries, and
commerce women must be equal to men. . . . This decree is for the reform and
education of women, to bring them out of the terror house of darkness and igno-
rance into the open field of the city of humanity and civility. Undoubtedly because
of this decree the world of humanity and civility will double in size.”

EDUCATIONAL REGIMES

Few, if any, of the nineteenth-century reformers would call for such radical
gender parity as Kirmani and Ruhi did. But by the first decade of the twentieth
century, in articles in the constitutionalist press, the argument that women
should be educated because they were educators of children, companions of
men, and half of the nation had gained wide currency and was reiterated as a
matter of obvious fact——"1ike the sun in the middle of the sky.”

Hasht bihisht's concept of an ideal educational regime was exceptionally
severe: “Children should be taken away from mothers upon birth and taken to
2 house of education to be brought up under the supervision of skilled teachers
and clever wornen (zanan-i shatir) who, in appropriate schools, have studied
especially the science of education and upbringing of children.”* The authors
drew on a manufacturing analogy to demonstrate their meaning. Such schools
were like a factory that took in as raw material bits of wool and produced
delicate fabric.?® This became a common metaphor even in writings of reform-
ers who did not advocate such a radical break. Schools were often referred to
as human-making factories (karkhanah-'i adam'sazi), bringing the transforma-
tive and regulatory punctuations of modern production onto human beings.
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That many writers found this metaphor apt reflects how vastly the concept of
education that they were advocating differed from what it sought to replace.
The education of men and women in premodern institutional and informa]
settings of mosques, Qur’anic neighborhood schools, or in the home, could
hardly be compared to an orderly regulated manufacturing process.”

Not only the educational regime and institutions but the very concept of
knowledge was consciously formulated in contradistinction to older concepts
of knowledge. In Sad khatabah, Kirmani contrasted the concepts of sciencef
knowledge (“ilm) of religious scholars (“ulama’) with that of chemistry, poli-
tics, law, political econormy, and natural sciences, arguing that “any nation that
is more civilized has higher sciences, vaster needs, and higher means.”!

Whereas in premodern texts knowledge pertained to man’s perception of
God and his rules,”? modern knowledge pertained to issues of civilization
and progress. The nineteenth-century writers took pains to distinguish their
concept from the older “order of things.”* Zuka’ al-Mulk, editor of Tarbiar
(Education)* felt obliged to make this distinction explicit: “If in this news-
paper we speak of the weakness of science and the lack of learned men, this
has nothing to do with the science of religion and guiding leamed men. . . .
Undoubtedly religion and faith supersede all else . . . and our learned men , . .
are suns in the heaven of truth and stars of the sky of guidance.”* He then went
on to emphasize, however, that “the point is that the order of the day of Resur-
rection (nizam-i kar-i mu‘ady depends on the order of making a living (inti-
zam-i amr-i mu‘ash) . . . and of course the country, in order to put in order the
affairs of this world, needs arithmetic and geometry and algebra and calculus
and analysis and medicine and rules of agriculture and commerce and many
other things. For instance, if we want to build a dam or construct a bridge or
cure an ill person, would it be correct to go to a learned man of religion?”*

Another significant shift was the emergence of a concept of education that
had become centered on literacy. The authors of Hasht bihisht considered
“reading and writing . . . [as] self-evidently the basis for prosperity of any
group of people and the key to all progress in the world.””” Emphasizing liter-
acy as central to the new education, Zuka’ al-Mulk wrote, “Whoever cannot
read, cannot know, and if he does not know, how can he be a capable per-
son?"%® This emphasis on reading and writing is related to the shift from a
largely oral culture, supplemented with a calligraphic writing tradition, to a
print culture. Whereas in the old system of knowledge, it was conceivable
that one might become knowledgeable without being literate if one had a
powerful and well-trained memory—a cherished quality’>—the new knowl-
edge could be attained only through reading and writing.*’ Reading now be-
came distinct from reciting—though in many languages such as Persian and
Arabic the same word continues to be used for both. Zuka’ al-Mulk referred to
the ability to read and write as “the key to prosperity and happiness (kalid-i
sa‘adat); nay, it is its elixir (kimia-yi sa‘adaf).”*” Kimia-yi sa‘adat, once
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totally associated with the sciences of religion (the title of the Persian version
of Ghazali’s Revival of Religious Sciences (Ihya al-"ulum al-din) is Kimia-yi
saadat), now had come to be defined as the skill of reading and writing.

1t is noteworthy that the nineteenth-century educational treatises, though
addressed to men, were not addressed to them as private men, as fathers of the
household in their responsibility to educate their sons—as, for instance,
Akhlag-i Nasiri had been. Education was now a national concern. It was for the
sake of national progress and as a public duty, rather than for individual per-
fection or as a religious obligation, that the new education was urgently
needed. It was thus expected that the government would undertake the task.
After prophets sent by God to educate people, one writer argued, the task of
education fell upon “people in charge and the wise men and kings.”* The
educational duties of the government were to be supplemented by those of
private persons of means, not as heads of households but as men of the nation,
as citizens: “It is incumbent on any patriot of means and on all powerful lovers
of the nation to spread as much as possible these good methods [of education]
and to guard the means of universal education (tarbiat-i “ammah),” Mirza Tagi
Khan Kashani wrote.*

It was within these more general debates on education that girls began to
creep in as subjects worthy of being educated. In a significant departure from
premodern texts, Kashani’s essay, for instance, ended with a section that was
addressed to fathers and mothers and called for the education of girls as well
as boys: “Teach your children, sons and daughters, science and obedience.””

THE DIFFERENCE GENDER MAKES

In addition to their appearance as subjects worthy of education, girls also
began to appear next to boys as characters in books designed for the education
of the young. A book of parables from 1876 has as many female as male
characters in its stories.*® Designed to highlight good and bad character traits,
the stories are thoroughly gendered: those with boys as central characters teach
lessons about what character traits were desirable in little boys, and those with
female characters construct the desirable character traits for girls. In one para-
ble, Mas®ud’s New Year’s present to his parents is to demonstrate that he can
read any text they choose.”” A frivolous little girl, Kawkab, is disliked by
everyone because she is undisciplined and shameless, langhs a great deal for
no reason, opens her mouth in front of people and makes awful noises, runs
around and pays no attention to others, does not greet people properly, talks
honsense, eavesdrops on others’ conversations, and so forth. In contrast, the
four-year-old exemplary girl, Khawrshid Khanum, is impeccably obedient
and well-mannered. Everyone likes her; she gets up in the moming with her
parents without a fuss, dresses herself up, cleans herself, performs her ablu-
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tions, and prays. She spends her whole day doing only good things, plays by
herself contentedly, does not bother adults, does not meddle, is already ip 5
Qur’anic school and can read the Qur’an and other texts, and does nothip,
without her mother’s permission. The tale ends happily: Kawkab, despite hey
many defects, is a very smart girl and decides to become friends wit
Khawrshid Khanum and to learn everything from her. Kawkab reforms and
becomes well-liked.*

This pattern of moral construction continues throughout the book. Desirab]e
moral traits for boys include being content with life, generosity, not bejng
prone to anger and cruelty, knowing one’s manners, being God-fearing angd
charitable, honesty, and pursuit of sciences and higher education, For girls,
they include tidiness, being obedient to one’s mother, not hiding anything
from one’s parents, lack of arrogance, hard work, and learning womanly crafts,
One girl, in addition to learning her knitting, sewing, needlework, and embroj.
dery, learns reading, arithmetic, and “the prices of everything.” This proves
useful since she keeps account of her mother’s little sewing and embroidery
business. When she loses her mother at the age of eleven, she is already a
competent businesswoman and brings one of her aunts to manage household
affairs so that she can take care of the business with peace of mind.®

Unlike the bulk of the book, which according to the author was a translation/
adaptation from Arabic of an originally French text, the epilogue concerns
only young men.* It was written by the author himself and titled “On Manners
of Talking, Movement, and Eating.” In a remarkable cultural shift, the epi-
logue serves to buttress the gender hierarchies that might have been intero-
gated by the previous tales. Now the young man is advised to avoid, insofar ag
is possible, talking to commoners, children, women, and mad or drunk peo-
ple.” He should not walk moving his arms and shoulders, as do women and
hermaphrodites.” The famous wise man Lugman appears as an interlocutor,
advising “his son” not to trust women, not to tell his secrets to women and
children, and not to adorn himself as women do.* Another figure of wisdom,
Abuzarjumihr-i hakim, advises his pupil that what ruins greatness is meanness
in rich people, arrogance in “ulama’, shamelessness in wornen, and deceit in
men.”* In answer to the question, “Could anyone become fortunate through
another person?” he responds, “Man through God, child throngh father and
mother, and wife through a good husband.”™ Thus, through a parallel con-
struction, the wife is placed in the same relation of subordination to her hus-
band as man to God and as children to parents. Despite the epilogue, however,
the text is novel for its inclusion of girls as subjects of specific educational
attention, unlike the corresponding chapters in Akhlag-i Nasiri, for instance,
where the child was evidently, if unstatedly at first, a son.

Other educational texts of the period similarly include girls while clearly
marking gender distinctions and hierarchies within that inclusion. Tzlim al-
atfal (Teaching children), a teacher’s manual on how to teach the alphabet
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more efficiently throngh new techniques, has drawings d.epicting both boys’
schools and girls’ schools, all. pupils properly seated behind Fiesks; however,
whereas the boys are all sitting on chairs, the girls are squatting on the floor,
pehind low desks.*® After instruction in the alphabet, numerals, anfl months
and years of the zodiac system, a male character, Mirza Muhammad, is used to
teach prayers, followed by a female charatter, Fatim.a: ‘Khanums,Tto teach funda-
mentals of religion and the names of the twelve Shi‘i Imams. Subseguently,
Mirza Mubammad sets an example by becoming & prayer leader for h.1s class-
mates. Fatima Khanum invites her classmates on a Friday to play with dolls
and to sew and “thus they learn the science of housekeeping and the necessary
arts.”® In a second volume, the students are taught poetry, geography, and
arithmetic. Notably, there are no girls in the second volume. _

The encouragement to include girls in the new educational regime became
less ambivalent by the turn of the century. In a cautious statement, Zuka’ _al-
Mulk, after reiterating that the education of children was the key to everything
else, noted that this had to start with fathers and sons, but he went on to say
that, “God willing, the turn for mothers and daughters to be educated will also
come, since experienced scientists and skilled educators have said that the bulk
of the education of children is in the hands of mothers. . .. It is evidegt that
daughters like sons need teachers . . . but for now we should pay attention tc,)
more urgent matters and reforms.” Following this brief remark on daughters
and mothers’ education, the paper received and published a piece by no less a
personage than Hajji Sadr ai-Saltanah, the minister of general welfare
(favayid-i “ammah).®° After a brief introduction, the author quotes Na.poleorll to
the effect that one must try harder for girls’ education than boys’, since girls
(as future mothers) aid our dear children and lay the foundation for children’s
education.®’ He continues, “In Europe, girls’ schools are separate from and not
mixed with boys’. In India, in one of the schools for girls that is built from the
charitable deeds of Suhrabji Shahpurji, I saw Zoroastrian girls who shone like
stars from the light of science. I went to another school built by Manikji
Khawrshidji. Girls were learning crafts and were skilled in sewing.” He t_hen
expounds on the bad conditions of Iranian women, because they have no liter-
acy skills (savad) and are ignorant of any crafts and arts, whereas even ugly
women of Europe are moons in the sky of petfection, because of the holy spirit
(ruh al-qudus) of science.® .

Comparison with Europe also provided an important subtext of Talibuf’s
Kitab-i Ahmad, one of the most influential books on education-in late-nine-
teenth-century Iran.®® Tn the preface, Talibuf speaks as a concerned citizen of
Iran. In the book he takes on the voice of a father, tutoring his son, Ahmad. The
triple position of citizen/father/tutor allowed Talibuf to write the boolf .not
only as a treatise on education but as a modernist text on Iran’s sociopolitical
problems and how to overcome them. The book was explicitly modeled after
Rousseau’s Emile. Yet the differences are significant. In the cighth chapter of
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the first book, the anthor notes that while in much of the introductory sectiog
Abhmad has been echoing Emile’s conversations, one must adapt the condi-
tions of the Western Emile (Imil-i maghribi) to those of the Eastern Ahmad
(Ahmad-i mashrigi).* The central problem informing the book is not how
through a model education to resolve the conflicts between the natural and the
social man; rather, it is how to overcome the disparity between the innate
giftedness of Iranians and their current state of ignorance and idleness. In other
words, how through a scientific education to produce a competent and patriotic
citizen. Unlike the solitary Emile, Ahmad has two brothers and two sisters,
Through comparison with the experience of the older brother, Mahmud, who
has attended the old school system, Talibuf constructs the difference that his
proposed educational methods represent: Ahmad is first tutored at home by his
father—the narrator of the book—and later, in the second volume, he is sent to
one of the new schools. In the third volume, he has already earned an enginecr-
ing degree and has authored many books. He has become a model scientific
citizen. The depiction of the two sisters, Zaynab and Mahrukh, constructs the
gender difference. They are childish and playful; at times they are reprimanded
by Ahmad for their unbecoming behavior or their ignorance; they are in awe
of their smart brother’s scope of knowledge. Yet as spectators to Ahmad’s
various éxperiments at home—through which he is learning scientific reason-
ing—they occasicnally get to ask a question or offer him a helping hand, con-
firming his superior knowledge and status while making the point that girls are
also eager to learn something. Surprisingly, although at several points Talibuf
notes that in “civilized countries” both women and men are educated, there is
nothing in these three volumes about the daughters’ education.* In fact, by the
third volume, where Ahmad speaks as an adult model citizen, Mahrukh and
Zaynab have totally disappeared. This tension in Talibuf’s text is worthy of
further consideration. Talibuf presents rather negative judgments about Euro-
pean women and gender relations. He writes with disdain and disapproval of
women’s wearing low-cut dresses, putting on makeup, and going to dances.®
The paradox of his noting women'’s education in “civilized countries” yet not
advocating it for Iran perhaps stemmed from this moral anxiety.

EDUCATING EDUCATORS OF THE NATTION

The issue of women’s education received its first full, detailed attention with
the publication in 1900 of a partial translation/adaptation of Qasim Amin’s
book, The Liberation of Women, only a year after its Arabic publication in
Cairo.”” A number of chapters were translated by Yusuf Ashtiani (I*tisam al-
Mulk) and published under a significantly different title, Educatior. of Women
(Tarbiat-i nisvan).® Amin’s status as an Egyptian Muslim thinker served to
authorize the publication of the first full-length book in Persian devoted to
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advocacy of women’s education. In his preface, Ashtiani notes that not only
had European thinkers composed books on the subject of women’s education
and its importance, but a group of famous Egyptian writers had also written
extensively on women’s rights and the necessity of their education.®” But, he
continues, there were still no books in Persian that would uncover the benefits
and harms of women’s education, and it was for this reason that he has trans-
lated a number of the chapters from The Liberation of Women. His selectivity
is worth noting, Not only is the second chapter, “Women and the Veil,”
completely eliminated in Ashtiani’s adaptation, but the final paragraph of the
introductory chapter is changed. Amin wrote,

‘Were women’s socialization effected in accordance with religious and moral prin-
ciples, and were the use of the veil terminated at limits familiar in most Islamic
schools of belief, then these criticisms would be dropped and our country would
benefit from the active participation of all its citizens, men and women, alike.™

Ashtiani changes it to the following,

Provided education of women is carried out according to fundamentals of our
solid religion and rules of morals and manners, and with due regard to conditions
of hijab, we will reach our goal, bitter conditions will be behind us, and sweet
days will emerge.”

Whether he modified Amin’s proposition to avoid the kind of reception
this book had received in Egypt, or because this reflected his own stance on
the issues of veiling and gender segregation at this time, the selectivity and
adaptation, as well as the change in the book’s title, point to two important
conclusions. First, for him and other Iranian reformers of this period, the
central target of reform regarding women’s status was women’s education. On
this there was a strong consensus. Second, no fixed connection existed be-
tween the issue of veiling and women’s education. While some, such as Mirza
Aga Khan Kirmani, considered the veil and gender segregation as signs of
backwardness and impediments 10 women’s progress, other reformers, such as
TI'tisam al-Mulk and Talibuf, considered the veil and gender segregation cus-
toms worthy of respect and preservation.” Similarly, in the writings of women
on education from the end of the nineteenth century onward, there
was no single position on the issue of unveiling among the women who
worked for education. Muzayyan al-Saltanah, a tireless educationalist, pub-
lisher and editor of one of the most important early women’s journals, Shu-
kufah (1914-18), vehemently opposed unveiling and wrote in her journal
against women’s abandonment of Aijab. At the same time, she published es-
says and poetry by women such as Shams Kasma'i and Shahnaz Azad known
for their alternative views.”

For Kirmani and Ashtiani, as much as for Amin, the central conviction was
that the “evidence of history confirms and demonstrates that the status of
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women is inseparably tied to the status of a nation.”™ The progress of the
nation was seen as dependent on the progress of women.” And if the country’s
backwardness as compared to Europe could be overcome through the acquisi-
tion of sciences and a new kind of education, then the conditions of women
could also be improved in a similar move.”” Women’s education was now
perceived as the most fundamental step in the nation’s quest for civilization.
As we come to the first years of the twenticth century, we encounter the argy-
ment that women'’s education should be given higher priority than men’s, since
from educated women would arise a whole educated nation.

From the very beginning, women’s education was seen as distinct from
men’s education. Once the domain of the man of the polis had expanded into
the national community, this man of the nation, unlike the man of The Na-
sirean Ethics, could no longer be expected to be in charge of both national
politics (siasat-i mudun having become siasat-i mamlikat) and management of
the household (tadbir-i manzif). Woman was now to become his helpmeet, to
become the manager of the household (mudabbir-i manzil), instead of being
subject to his management. Like the transformation of the womb from a vessel
to a school, the transformation of woman from house to manager of the house
was at once a regulating and an empowering moment. The regulatory and
disciplinary regime of modern sciences was to come to bear on woman’s daily
life activities. Whereas the man was to be educated in the new sciences to be
up to the tasks of national politics, economics, and modern industries, the
woman was above all to be educated in the science of home management:

[A] woman cannot run her household well unless she attains a certain amount of
intellectual and cultural knowledge. She should learn at least what a man is re-
quired to learn up through the primary stage of education. . . . It is important for
a woman to be able to read and write, to be able to examine the basis of scientific
information, to be familiar with the history of various countries, and to be able to
acquire knowledge of the natural sciences and of politics. . .. [A] woman who
lacks this upbringing will be unable adequately to carry out her role in society or
in the family.”

Transformation of the wife from household to manager of the household
required the breakup of female homosociality within that space. Whereas pre-
viously female homosociality was seen as a threat to male bonding, a disrup-
tion of the world of men, of the relation between men and between man and
God, now it would pose a threat to the orderly management of the household,
which required the wife to regulate her female servant instead of chatting,
socializing, and solidarizing with her. This was explicated at some length in
the literature that advised women on how to deal with their servants.”™

Family itself was now reenvisaged. Socially, it became relocated in relation
to the national community, rather than in relation to other kin groups and
families: “[T]he family is the foundation of a country,” and within the family,
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woman as mother was the foundation. As such “her intellectual development
or underdevelopment becomes the primary factor in determining the develop-
ment or underdevelopment of the country.”™ This reconfiguration gave new
meanings to motherhood. A mother was no longer merely the vessel for
the growth of the fetus; her nurturing and educating roles became more impor-
tant and began to overshadow her function as a womb. Mothering came to
be defined as nurturing and educating. In fact, she was now to mother the
couniry. Unlike the situation in the Nasirean household, in which the father
was fully in charge of the children’s upbringing, now the mother acquired
the primary responsibility.* Maternal ignorance was now seen as the prime
reason for troubles of all kinds.®! Women’s education was therefore oriented
toward the upbringing of an educated (male) citizenship. This was not a call
“for equality of education for men and women,” but for “the possibility for
boys and gitls to have a comparable educational experience throughout the
primary stage.”®

The envisaging of the family as the foundation of the nation, as standing for
a building block of the nation, also meant reenvisaging relationships within it.
Ignorant women were not only unsuitable as mothers but also unfit as spouses:
“An educated man likes order and a systematically arranged home. . . . When
a man finds his wife in this ignorant condition, he quickly despises her.”® In
place of the Nasirean awe of wife for husband, in an evident heterosexualiza-
tion of male homosociality, a sentiment comparable to friendship between
men was proposed to constitute the right bond between husband and wife:
“Friendship provides us with a good example of the power of true love be-
tween individuals.”® This was yet one more reason for women’s education: “A
man and woman whose upbringing and education differ cannot experience this
type of love.”®

Unlike the original publication of the Arabic text in 1899, the translation
and publication of Amin’s book in Persian in 1900 did not become an occasion
for public debate on the education and status of women. The publication was
well received among reform-minded intellectuals but does not seem to have
provoked counterarguments.*® There were occasional articles that obliquely
talked of women’s education.” More explicitly, a serialized article in the
Calcutta-published journal Hab! al-matin argued extensively along the same
lines as Amin’s book. It emphasizes women’s lack of education as the cause
of a nation’s decline and misfortune, expresses its regret that “we Muslims
have neglected this important matter and have done nothing to educate our
women,” and asks, “How could any people hope for progress if their women
who constitute the first teachers and educators of their children are captives in
the realm of ignorance?’® A subsequent section gives four reasons why edu-
cation of women would benefit men: (1) children’s education would become
perfect because both parents would be working on it, (2) children’s gifts would
become evident at an earlier stage of life, (3) today’s men are educated, but
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they are stuck with uneducated wives; children thus receive contradictop
training and education from their fathers and mothers, which produces Prob.
lems in their education, and (4) every nation’s civilization is dependen on
women’s and men’s education, since men and women need to live and social.
ize together.®

Education of women is also linked in this article to the imperial powey of
Europeans: “But even in household management women of Europe and Amey.
ica have surpassed those of Asia. A European household gives cause for envy
to an Asian king’s palace. The good order of household objects angd the
pleasantness of the rooms . . . competes with the gardens of paradise. . . . Hys.
band and wife, like body and soul, provide each other with comfort of life
and happiness of soul. They assist and love each other. . . . Nations that have
mothers like European women can conquer other lands and rule over other
nations.”” In the East, however, women are kept ignorant yet expected to
fulfill three immense tasks: to keep their husbands happy. educate thejr
children, and manage the house. This is beyond their ability. How can 4
woman who is ignorant of her tasks and her husband’s rights manage to sat-
isfy him, especially if the husband is a man of science and a master of an art?
Their pairing is like putting a parrot and a crow in the same cage.” Most
interestingly, women’s role in the house is projected as paralleling that of
men in social affairs and national politics. In fact, for man to be able to be the
good citizen, woman must be a good household manager: “Woman’s role
in the management and order of the house and in supervising its income and
expenditure is like that of a minister of the land. . .. The well-being of the
family and supervision of rights of the people of the household and the general
direction of the household belong to the mistress of the house. Men who are in
charge of the big affairs of the world cannot spend their valuable time in these
small matters,”"?

These discussions do not seem to have produced immediate results in terms
of furthering women’s education. Three and a half years later, another series of
articles in the same journal, entitled “Rights and Liberties of Women,” referred
to Qasim Amin as a pioneer of women’s education and reviewed the attacks
against him and the debates of that time in the Egyptian press. It noted the
translation of his book by Mirza Yusuf Khan I°tisam al-Mulk into Persian, its
publication in Tabriz, and its favorable reception in Iran, expressing regret that
in Iran, unlike other Islamic countries, nothing but talk had come of it all.”

As in Egypt, as Omnia Shakry shows (chapter 4 in this volume), the concep-
tual shifts in meaning of “wife” and “mother” found their more immediate
effect in projections of a new kind of mother and wife in texts on child rearing.
One such text was Tarbiat-i atfal (Rearing of children).®* Whereas there were
no assumptions in the premodern texts that the biological mother and the
breast-feeder of the child should be one and the same person (in fact, the child
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s to be entrusted to a wet nurse upon birth), the author of Tarbiar-i atfal
sgues that “a mother who entrusts her child to someone else upon birth has
|. ken away from herself half of the label ‘mother’ and should thus not be
alled a mother. What is better and lovelier and more suitable than a mother
100king after her own children? But some mothers prefer to leave this job to
uthers and engage in useless leisure activities. This is the result of bad educa-
;ion that these mothers have received from their forebears.”™ The author re-

ets that mothers are ignorant of motherly skills and promises that if “wornen,
instead of learning useless arts, would spend their time learning how to look
after their children, how to dress them with ease and handle them safely, how
to feed them to ensure their health, how to exercise them,” soon wonderful
cesults would emerge.*®

While the mother, rather than the father, is now the person addressed in a
iext on the upbringing of children, the child remains a male child. She is to
mother sons of the homeland (abna’-i vatan). After some introductory remarks
about the relationship between physical and mental health, the author, quoting
Montaigne, recommends that children should be kept away from things that
would make them female-tempered and turn them into beautiful youth. They
should instead become strong young men; if children were brought up in com-
fort and ease, they would not become men.”

The book is composed of three parts: on physical upbringing, mental up-
bringing, and on (wet) nurses. In chapter 1, we are told that the health of a
newborn depends on things prior to birth, such as the state of intercourse be-
tween husband and wife, the conditions of marriage, their age, manners, and
other qualities. Subsequent chapters give advice to pregnant women on how
they should dress, eat, move, wash, and bathe, on the state of their feeling, and
on sexual intercourse during pregnancy. Other chapters cover in detail such
topics as hygiene of the newborn, effects of cold and heat on the newborn,
clothing of the newborn, how to put it to sleep, and feeding the baby (the
differences between human milk and that of cow, goat, or donkey, the amount
of milk and for how long the baby should be breast-fed, the effect on their milk
of what mothers and wet nurses eat, the effect of their menstruation, the effect
of sexual intercourse, of pregnancy, of anxiety and nervous conditions on
milk, how to tell good and bad milk apart). Five chapters are devoted to argu-
ing why, for the mother, the child, the family, and the pation—and on no less
than physiological, emotional, and moral grounds—it is best for the child to be
nursed by the mother. The next four chapters cover the qualities of a mother
who wants to breast-feed her own baby. Mixed feeding receives a one-page
chapter, poor mothers and difficulties of infants in suckling one each, before a
concluding chapter brings this long subsection to a close.

Despite such detailed persuasions and exhortations, the author concedes that
some mothers may not be able to breast-feed their own infants; in such cases
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hiring a wet nurse is preferable to artificial feeding. A wet nurse should be
brought in, rather than the infant’s being sent out. Other chapters cover artifi-
cial feeding (a very last resort), bowel movements, urination, perspiration, and
monitoring the child’s weight, teething, weaning the baby, walking, exercis-
ing, and taking the child outdoors, smallpox vaccination and other childhood
diseases, and how to deal with a child’s death.

Book 2 is devoted to the mental upbringing of the child (tarbiat-i “aglani).
Reiterating the advantages of a child’s growing up on mother’s milk and fa-
ther’s kindness, instead of being sent away for a couple of years to a village
wet nurse, the author emphasizes that even if the child is enirusted to a wet
nurse for physical care, the mother must remain in charge of mental care and
intellectual development.”® Again unlike the Nasirean Ethics, which assumed
that the father was in charge of the child’s upbringing, this section of the
book is addressed to the mother. A third book discusses the issue of whether
children should be brought up with other children or individually. A chapter
on créches for working mothers has been omitted in the translation, the
translator notes, since it was not seen as relevant to the conditions of Tran.
The translator finally brings the book to a close by reminiscing about his
own mother.””

The publication of a book of this genre marked an important moment: the
moment of entry of the printed words of male authors (a European author
mediated through the Iranian translator) and modemist reformers into a do-
main that had been largely oral and female. Previously, advice on child rearing
had been passed orally among women, mothers and daughters, wet nurses and
nannies, sisters, female friends, and neighbors. The entry of male-anthored
texts into this female domain began to regularize mothering practices toward
the upbringing of new men, men of the nation.

These early themes, the crafting of a new kind of mother and of a new kind
of wife, and the accompanying proposition that the progress of the nation
depended on the education of women, were echoed in articles in the constitu-
tionalist press of the first decade of the twentieth century. The following pas-
sage from the constitutionalist journal ‘Adalat combines many of the oft-re-
peated arguments in favor of women’s education:

It is evident that the progress and prosperity of every country and nation are
dependent in general on science and the knowledge of men and in particular on the,
education of women. . . . If our women [pardagian—the veiled ones] are not edu-
cated, how can they take proper care of our newborn who are the hope of our dear
homeland? How can they know the correct rules of nursing the child, that is, the
three ways of natural pursing, artificial feeding and the proper combination of
both? How will they know how many times and how much daily they must feed
the child and how to organize the child’s sleep time, how to bathe it and keep it
tidy and clean? And should it become necessary to entrust these fruits of our
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hearts to nannies, how will they know what the shape and face and hair and teeth
and milk and age and breast of the nanny they choose should be like? How will
they know when it is time to wean a child? What proper food to give it? ...
Doesn’t a man who is sensitive and thinks dearly about his religion and homeland
deserve a companion who shares his grief and comfort? . . . Also if our women
continue to be ignorant, how can they manage the affairs of the household? . . . If
they know nothing about hygiene, how can they nurse the sick?'®

It was in the same period that the establishment of new schools for girls
gained momentum.'"!

MOTHERS OF THE NATION CLAIMING CITIZENSHIP

By the first decade of the century, women had taken charge of girls’ education.
wrote tirelessly in the press on female education, encouraged women of means,
to put their resources into this cause, organized fund-raising events, and pro-
vided free schooling for those who could not afford it. The early girI;’ schools
were all established by women and often in their own residences. Many of
them. faced hostility. Memoirs and letters of some of the women involved
provide us with moving accounts of the difficulties they faced in this pioneer-
ing woFk.“’2 The issue of women’s education became one of the bones of
contlent}on between pro- and anticonstitutionalist forces. Shaykh Fazl Allah
Nuri (discussed in Sullivan’s essay, chapter 6, this volume), a prominent anti-
constitutionalist cleric, saw “the opening of schools for women’s education
a_nd ‘elementary schools for young girls,” along with “spread of houses of pros-
'tmmon,” as one of the breaches in Islamic law perpetrated by constitutional-
ists.'® .This statement was construed as the Shaykh’s fatwa against women’s
educa!;lon and was used to agitate for the closing down of the new educational
estabhshments. Women educationalists voiced the most articulate defenses of
girls’ schools in this debate. Addressing Shaykh Fazl Allah Nuri directly, one
woman essayist took him to task on his religious credentials. She insiste(‘i that
her God, unlike his, was just and had not created men and women of different
essences such that one deserved the blessings of education and the other was
to remain bestial; that the Prophet of her God had made it obligatory for all
Muslim men and women to seek education, whereas his God had forbidden
women to seek education. She challenged him to name a single woman close
Fo the Prophet who was illiterate or ignorant, and interrogated his right to speak
in tl.le name of shari'a (Islamic law), going on to defend the structure and
cumculux'n of modern schools over traditional maktabs, explaining the benefits
of education for women, and eventually concluding that nothing in Islam op-
posed women’s education. Unless he could answer all her arguments, he
would have to admit that he had spoken thoughtlessly,'® ’
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In the women’s writings of this period, both the general discourse of prog-
ress and civilization and the more particular notion of women’s roles as edy.
cated mothers, wives, and household managers were employed not only to
insist on their right to education but as a jumping-off point for demands for
further equality with men: If the backward nation could catch up with Eurg.
pean civilized nations through the acquiring of modern sciences and education,
as the modemist discourse upheld, the backward woman could catch up with
the modern man in a similar move, women authors argued. A female teacher
of one of the new girls’ schools wrote, “What is the difference between women
of Iran and those of Europe except for science? Why is it that women of Ey-
tope are on a par with men or are even superior to them?"'* Connecting the
modernist theme of the centrality of science to the progress of nations, a fe-
male school principal similarly argued:

The key to the treasure of prosperity in both worlds ... is science alone.
Through science alone humanity can succeed in satisfying its needs and pushing
forward its civilization. Its principles of ethical purification, home management,
and politics could be based only on science. And solely through science can it
protect its honor, property, life, and religion. ... Tt was through science that
they [Buropeans] took away Turkistan and the Caucasus from us:'% it was
through the force of science that India, with such glory and with some 260 million
inhabitants . .. was separated from us. The same with Egypt, Greece, Crete,
Sicily, Spain, etc. ... Through science they have swallowed more than half of
Iran, the true birthland of ourselves and our forefathers, and they intend to take
away the rest. ., ,

Perhaps some may think that the Europeans are not of our kind, and therefore
to think of becoming their equal is impossible. First, this is utterly false. . .. Sec-
ond, even if that were true, what do you say about the Japanese? At least we
should follow our Asian sisters, the Japanese, . . . in pursuing sciences and acquir-
ing industries. It must be emphasized that educating women is more important
than educating men, since the education of men is dependent on education of
women and their caretakers. Therefore, you respected women must seriously and
with great effort seek sciences and spread knowledge . . . so that liberty, equality,
and fraternity can be established in our homeland and we too can acquire that
civilization and life that the Europeans have.'™”

Claiming oneself as a new kind of mother and wife was the crucial link in
these arguments:

Because of the duties of a woman to mother and educate humanity, the harms
of ignorance are a hundredfold worse for them and the advantages of learning a
thousand times greater. A learned woman will keep her house ¢lean and orderly,
thus making her spouse happy. A learned woman will educate her child according
to rules of health and hygiene and wisdom. . . . A learned woman will protect her
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family relationship and will prevent discord and difference, which is the greatest
cause of destruction of family and nation. ... A learned woman can advise her
gpouse in some worldly affairs. . . . A learned woman can increase her spouse’s
happiness when he is happy and console him when he is sad.'%

Daughters of Shams al-Ma‘ali, founders of two schools for girls, explained
in a letter to the journal Iran-i naw that they had decided to establish these
schools so that “in the future, every household is headed by a learned lady who
knows well household management, child rearing, sewing, cooking, and clean-
ing, and from whose breast milk love of homeland will be fed to the infants so
that they shall be deserving of service and sacrifice.”'”

The trope of family was sometimes used analogically (the country is like a
family), sometimes as a unit that went into the composition of the country
(“the prosperity of every city and country is dependent on the order and pros-
perity of its homes. . . . if there is order and progress in every home, a city will
progress and become civilized and wealthy”). Both were put to work in sup-
port of women’s education: “Progress, prosperity, and the order of every home
are dependent upon [a nation’s} women. . . . Until women are educated, prog-
ress and civilization of the country are impossible.”

What has been subsequently categorized as a “discourse of domesticity”—
that is, the vast literature on scientific housekeeping, child rearing, and hus-
band keeping that was produced at the turn of the century by both male and
female writers—and from a late-twentieth-century viewpoint may seem to
have frustrated the perspectives of women’s lives and contained their social
advance, for women of the early twentieth century provided the very grounds
upon which the male domain of modern education could be opened up to
women: women needed to be educated in all these sciences of household man-
agement in order for families to prosper and for the country to become civi-
lized.'"! Women’s assuming the position of the learned (mudabbir va mudir)
manager and head of the household (manzil)—instead of being part of the
household subject to the management of the man—far from frustrating the
dynamics of women’s movement into public life and national recognition pro-
vided the empowering basis for it. That this move also produced the later
containment of women’s drive toward higher education became evident in the
1930s when the issue of university education for women was debated and
those opposing it used these arguments against women’s admission to univer-
sities.”? But that is a much later episode of the story and for that reason, I
would argue, that categorization of the literature which scripted a new concept
of woman centered on notions of scientific household management, learned
mothering, and educated husband keeping as a discourse of domesticity or cult
of domesticity is a misnomer that prevents us from understanding why women
embraced these notions in the first place.
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The literature on scientific household management achieved its full devel-
opment in the pages of the women’s press. The first women’s journal was in
fact named Danish (Knowledge). Edited by Dr. Kahhal, a woman cphthalmo]-
ogist with an active practice,' it began publication in September 1910, with
a banner that read: “This is an ethical journal of the science of housekeeping,
child rearing, husband keeping: useful for girls’ and women’s moral develop-
ment. Tt will not say a word on national politics.” Many articles were devoted
to household management™ (including discussion of how to manage ser-
vants—a topic that occupied an even more prominent place in the pages of
Iran’s second women’s journal, Shukufah), husband management,'” child
rearing,"’ and children’s health and hygiene."”’

Though later issues began to run articles on how to look after one’s clothes
and hair, and information on cosmetics, the emphasis for sustaining one’s mar-
riage was put on education.’® “A girl educated in Europe,” praised the “new
situation of women.” In the old days, she argued, women had no education and
had no status in their husband’s eyes unless they were young and beautiful;
now educated women had many good qualities. One good moral outcome of
this situation was that husband and wife now lived together in affection and
did not look at other people. What a big mistake it had been when women
sought their place in their husband’s heart through making up their faces and
putting on fancy clothes, instead of paying attention to educating their children
and housekeeping. It was in fact knowledge and good qualities that a husband
never tired of, not good looks and fancy clothes. She exhorted her dear sisters
who were already educated to continue seeking knowledge and not to waste
their lives. She urged them to be equal to their husbands, at least in education.
They should not think that having pleasant manners and a kind tongue could
guarantee his love. A wife should be a friend and companion to her husband;
that is, in every work and every matter she should be a help to him, But how
could an uneducated wife give help to her husband?"?

By this time both male and female authors placed higher national priority on
girls’ education than on boys’ education, or even on the development of a body
of new law, the issue that had occupied the center of modernist discourse a few
decades earlier: “The progress, uplifting, and civilization of every nation,
every country, is dependent on three things: first, the education of girls; sec-
ond, science; third, law. . . . The education of girls, which is the first step for
prosperity and the first step for uplifting, is far more important than the other
two, since it is girls and women from whom sons and daughters come and by
whom they are educated until they are of school age.”™ '

As [ have already indicated, discussion of these issues was used not to con-
tain and frustrate women’s activity but to effect it. For instance, women were
told that “if a woman is illiterate, she should pursue literacy immediately,
because only if she can read the newspapers will she know everything and be
able to communicate effectively with her husband.”'*'

T
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Though carlier articles were sometimes addressed to both mothers and nan-
nies, the emphasis was decidedly on biological mothers’ nurturing their chil-
dren and using nannies only as a last resort. An article in the third issue of the
journal was devoted to all the physical, moral, and political ills that ensue from
entrusting one’s child to a nanny.'* Mothers were told to avoid giving their
unique (viganah) child o a stranger (biganah) nanny; the child must receive
nourishment from the breast of mother’s love.'” Much was made of the good-
ness of the mother’s milk and of the dirty/impure milk of a nanny who lived
an unhygienic life. The author described a child whose eyes developed a
twisted condition because the nanny had twisted eyes, a Persian prince who
drank camel’s milk and rode camels all his life because he had been entrusted
to an Arab lady in childhood, an honorable lady who was incontinent all her
life because her nanny had been so and she had inherited the disability from
her,” and the foul language that children pick up from their nannies.'” The
article ended with a list of conditions to set and qualities to look for should one
have no recourse but to entrust the child to a nanny.'*

Perhaps even more than Danish, the journal Shukufah, begun in 1914, was
oriented toward production of a new type of mother and envisaged new marital
relationships. Shukiufah was edited by Muzayyan al-Saltanah, herseif an active
educationalist who established three elementary schools and one vocational
school for girls during the same period as she was publishing Shukufah. She
also served as a kind of inspector (“investigative reporter”) of girls’ schools in
Tehran in that period. She would visit schools and write reports in the pages of
Shukufah about the students and the quality of teaching.

Article after article in the pages of Shukufah advised women to forget all
the nonsense that their mothers and grandmothers had taught them about
how to keep their husbands. To become a woman of modernity was a learning
process that demanded an unlearning, a de-constitution, of womanhood.'”
Women were told that they should consider the house their kingdom to
nm. All the important qualities necessary for running the affairs of a country,
such as the basics of humanity, honesty, trustworthiness, hygiene, working
bard, valuing time, seeking knowledge, resistance in the face of hardship,
avoiding bad manners, were learned in childhood, argued Maliktaj. If there
was a woman who taught these to her children, then you knew for certain
that the affairs of that country would fare well and the country would ad-
vance, and vice versa.'”® Muzayyan al-Saltanah also demonstrated a concern
about regularization of schools’ curriculum and put great emphasis on schools
as the place for ethical and moral development of young girls.'”® Though the
journal continued Danish’s tradition of publishing series of articles on
women’s as well as children’s health and hygiene, a growing number of arii-
cles were concerned with women’s moral development, demonstrating a clear
anxiety over the direction of changes that were becoming evident in women's
social performance.'*°
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'The new schools were constituted as the social space for development of
morai behavior, and for learning the sciences of cooking, sewing, child care,
and husband management. A special curriculum was thus developed for the
scientization of household affairs (umur-i baytiyah); it included courses gy
home management, education of children, hygiene, fine arts and crafts, apg
cooking. Textbooks were also produced with this orientation in mind. Tarbig,
al-bunat (The education of girls), for instance, one of the texis prepared for
the new girls’ schools, was translated from the French by Mirza *Azizallap
Khan, with the express intent of its becoming a second-grade textbook, [
was published in 1905, and by 1911 it was already into its second printing.
The book, subtitled “The Science of Home Management,” is organized jn
six parts (twenty lessons). Tt begins with a definition of this science, “on which
the happiness and prosperity of every family depends,”' and goes op
explain why, despite possible popular cynicism, home management is g scj.
ence and ought to be taught and learned as such. The book ends with a
dozen recipes for French soups and other food. It gives examples of positive
and negative repercussions for the lives of families with learned Versug
illiterate housewives, defines the necessary characteristics of a competent
housewife as order, competence, and cleanliness, and projects three female
character types among housewives. The first is disorderly and careless. Narmed
Lady Pleasure (“Ishrat Khanum), she is wasteful of her own efforts and her
husband’s property, and spends her time chatting away with other women of
the neighborhood. The second, Lady Agreeable (Bihjat Khanum), strives
to be a good housewife, draws upon her traditional know-how to do her best,
but is disorderly because she has never properly learned how to run a house-
hold. The third, who is held up as an exemplar, knows how to categorize and
to label things properly, to keep a budget book, and to organize her time
efficiently, and thus is able to finish her chores before her husband and chil-
dren return home. When they are back, she busies herself with some light
sewing, or reading a book, or keeping her husband company. Unlike Lady
Pleasure, who spends her time in idle conversation with other women—a dis-
approved female social activity—the exemplary woman is oriented toward
companionship with her husband, Significantly, she is named Lady Chaste
(“Ismat Khanum), transtmitting chastity through the new science to the modemn
educated woman, '3

Thus was crafted the new woman: the scientific mother and the com-
panionate wife, the learned woman versed in the sciences of cooking, sewing,
and breast-feeding. Of such woman, ministers, state scribes, doctors, and
professors would be born, not porters and mean fortune-tellers.'** She would
not only produce better children; she would also prevent her man from behav-
ing badly, “as American women have stopped their men from drinking and
obstinacy,”!

CRAFTING AN EDUCATED HOUSEWIFE 113

The school curriculum included, in addition to the science of homemakm_g,
n hygiene and the introduction of sports and gymn'a.stlcs. The desir-
1es'Sf>DS ?the latter now began to be linked to a critique of veiling. In a gradua-
a-blht):igress focused on the science of hygiene, Badr al-Duja Khanum, gradu-
m'm afr m the American College for Girls, expressed her regret that be.cau‘se
A . Iranian women had been deprived in recent centuries of engaging in
Of;rzhzﬁd thus it was not surprising that most Iranian women were weak and
Sp : 135
unheiletrhyi.n the 1920s, we come across a new genre, the rules of etiquette
(a;j:')-i ;riu°ashirat): texts of initiation that were designed to teach wozlne.rtl ho:sf
interact properly with unfamiliar men. ane these were learned, it w
FO : ined that woman would be ready to step into a heterosocial arena without
::gglrminjng the social and cultural order:

The words chastity and honor are not in the vocabular)t of creation. A v-voman ;j
not born chaste; she becomes the protector and the policer of her chastl'ty. Unt
women fearn the duty of policing and guarding themse.I\."es, fre.-,eclom will create
irreparable damage for their womanly delicacy and feminine pride. Therefore we
must teach self-policing. Freedom will follow. ... In Eurol?c and the free coun-
tries, in parks and promenades, one rarely sees a man gazing at .'?1 Woma-.n or 3
woman paying any attention [to a man], unless they ha.ve made their chastity an
honor their means of livelihood. . . . A good policer is a womz-m wh-o doe.s npt
allow those who are seeking to deceive and use her to utte.r ‘a single llmpohte or
improper word. . . . Once women are shown the ways of policing, that is, tl-le ru]i;s
and etiquette of women’s socializing with men, th'en freedol?ﬁl and sharing life
between women and men will follow without any hindrance.

I want to emphasize here again the enabling Vﬂ"ork of two seemingly conﬂmt%
ing notions: one disciplinary, the other emancipatory. It was t.he moment o
“freedom and sharing life” with men that made the self-policing not ‘on.ly a
workable but a desirable project for women. And, conversely, the new .dlsmph-
nary and regulatory practices and concepts defined thg acceptable social spice
for freedom for the modern woman. The success of this double 'vs_rork made er
place in the nation possible. She would be ready to become a citizen. In fact it
was within the space of the girls’ schools that women had f':llre‘ady begun to
constitute themselves as citizens from the time of ﬂ}e Constlt.utl.onal Revolu-
tion. Following the then popular pattern of forming assocxat.lo'ns, :Nomen
formed their own associations, held meetings, and gave fund-rmsi??g garcllen
parties” to raise funds for the government and for girls’ SCl:l?OlS. 'Forn'nng,
such associations had itself become an expression of citizenship. G1r1sf
schools, often private residences of prominent women, were at once places o
learning and venues for such meetings. Thus women were constituting at once
a new individual self through literacy and a new social self through patriotic
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(vatani) political activities. As “managers of the house,” they were beginmng
to transform “the house” into a social space of citizenship.

‘Women in these meetings spoke as citizens, as “we Iranians,” addressed the
general political problems facing the country, and often bemoaned the disaq.
vantages that deprived them of the chance to be of more help to the homelang.
Not only did women make a claim to the rights of citizenship, but they some.
times proved their concern as citizens by challenging the ability of men to run
the Constitutional regime.'*

In fact, the first cautious claims to equality made by women were formulateq
within the educational domain. “I take up the pen to complain greatly abogt
fathers and husbands of Iranian girls, Why do they not know yet that womap
and man in this world are like the two wheels of a carriage: they must be equal,
neither having any privilege over the other. If one of the two wheels of 5
catriage is deficient, it will be impossible for it to move,” wrote Shahnaz Azad,
This precarious claim to equality was immediately modified in these terms: “Jy
should be evident that by equality I mean equality in education and learning of
sciences, not in any other matter.”'*

Another woman, Shams Kasma’i was more daring. In a poem sent to Shy-
kufah from Ashkabad, she called upon her sisters to educate themselves in
order to cure all their deficiencies, to use their power of speech, reason, and
rationality to conquer the whole world, to set fire to all superstitions, to tear
asunder the veil of oppression, and to prove the equality of their rights with
men through their words, their deeds, and all their power.'*°

This poem could well be the first pronouncement of the language of equality
of rights, of a new kind of modern feminism, in Iran. The new-mother and wife
had begun to make a different claim to womanhood. These new claims eventu-
ally came to clash with the limits set by the former discourse, as I have pointed
out. This clash came to the fore in the context of the new round of “educational
debates™ of the 1930s. Did women need to go to higher education institutes?
Was not the goal of their education to become better mothers and wives? What
were they going to do with their higher diplomas then? These arguments were
advanced against women's entry to upper grades of high school and later uni-
versity education. Having been entrapped by the very discourse that had
opened up education to them in the first place, women now opted to enlarge
their notion of “domestic duties” to mean national service. The new home to
whose management they now began to lay a claim was no longer their conju-
gal household but the national home, Iran. Women'’s embrace of Riza Shah's
agenda in the 1930s can thus be seen as not a “selling out” of women’s cause
to the increasingly powerful state; rather, Riza Shah’s program of constructing
the citizen as a servant of the state—nawkar-i dawlat—provided the possibil-
ity for women to break out of the trap of what can now indeed be named
domesticity. They could claim their right to higher education and to many
professions in the name of service to the state. Having mothered the nation,
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shey could now serve the state. Again, one can see both disc';iplinary and eman-
ipatory dynarnics in this scenario: appropriation of the notion of servant ot_' the
;tate enabled women to claim their right to higher education and professions
while subjecting those rights to regulations, demands, and agendas. of the
sate—a legacy that marked the Iranian women’s movement during the

pahlavi era.
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