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Editor’s Note
Nigel Hamilton, author of How To Do Biography: A Primer, wrote, “You
wish to be a biographer? Find the line. It is the line not of least resistance, but
of the most resistance: the one you draw in order to link the salient features
of your subject’ s life-work, from genesis to fulfillment—or backward, if you
so choose.”1 This issue of Vitae Scholasticae presents the essays of authors who
have drawn the line to depict subjects whose life-work occurred in a variety
of places, times, and contexts.
Louis M. Smith’s engaging essay is set in England in 1987. In
“Adventuring as Biographers: A Chronicle of a Difficult Ten-Day Week,” he
takes readers on a whirlwind trip to London and Cambridge where he and
his wife, the late Marilyn Smith, searched for documents on their biographical subject’s early life. A longtime biographer of Nora Barlow (a granddaughter of Charles Darwin and founder of the Darwin industry), author Smith
shares “Lessons Learned” that are valuable for both novice and seasoned
biographers who engage in field work.
In “Joseph Kinmont Hart and Reed College: Academic Freedom and the
First World War,” authors Deron Boyles and Kenneth J. Potts link the salient
features of their biographical subject with his life-work in teaching, writing,
and community organizing. They present Hart’s life trajectory from genesis to
fulfillment, with some intermittent setbacks—as, for example, when he is
fired from two higher education institutions. The authors commend Hart’s
commitment to free speech and intellectual honesty in the face of hostility
and professional risk.
The authors of the next article, Chara Haeussler Bohan and Lauren
Yarnell Bradshaw, portray the career of an Atlanta school superintendent in
“The Challenge to Create a ‘Community of Believers’: Civil Rights
Superintendent Alonzo Crim and Atlanta’s School Desegregation
Compromise.” Crim held the top job in the city’s public school system in the
post-Brown years when massive numbers of white residents moved to the
suburbs to avoid school desegregation. As Bohan and Bradshaw discuss each
step of Crim’s career, they find commonality in his commitment to all children, regardless of race, gender, ethnicity, or socioeconomic status.
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In addition to the three essays, readers will appreciate an interview with
Martha Tevis, longtime secretary and founding member of the International
Society for Educational Biography (ISEB), who recollects on the 31-year timeline of the organization and its journal, Vitae Scholasticae. The interview was
conducted at the society’s annual meeting in Toronto in April 2014.
This issue concludes with two book reviews, both of which advance Vitae
Scholasticae’s mandate to explore the lives of educators or those whose lives
are educative. Thalia Mulvihill discusses Wayne J. Urban’s edited volume,
Leaders in the Historical Study of American Education,2 featuring a series of
memoirs of distinguished scholars of educational history. Sarah McNair
Vosmeier reviews Susan Reynolds Williams’ book, Alice Morse Earle and the
Domestic History of Early America.3 Earle was a historian who educated people about colonial New England, with particular emphasis on family life.
In closing, I want to extend sincere thanks to Laurel Puchner, who has
concluded her work as assistant editor of Vitae Scholasticae. Since assuming
the position in 2009, she has made many important contributions to the journal and to ISEB, including being co-editor of a book written to commemorate the thirtieth anniversary of ISEB titled Life Stories: Exploring Issues in
Educational History Through Biography.4 We are delighted that she is continuing her association with Vitae by serving on the Editorial Advisory Board.
Effective September 1, the new assistant editor will be Alison Reeves, a Vitae
Scholaticae author and assistant professor in the Department of Educational
Leadership at Southern Illinois University Edwardsville.
Thank you for your continued support of the journal. We hope the contents of this issue will provide you with insight as you draw the line in your
own biographical work.
—Linda Morice

Notes
1
Nigel Hamilton, How To Do Biography: A Primer. (Cambridge, MA: Harvard
University Press, 2008), 215.
2
Wayne J. Urban, ed. Leaders in the Historical Study of American Education.
(Rotterdam: Sense, 2011).
3
Susan Reynolds Williams, Alice Morse Earle and the Domestic History of Early
America. (Amherst, MA: University of Massachusetts Press, 2013).
4
Linda C. Morice and Laurel Puchner, eds. Life Stories: Exploring Issues in
Educational History Through Biography. (Charlotte, NC: Information Age, 2013).
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Adventuring as Biographers:
A Chronicle of a Difficult
Ten-Day Week1
Louis M. Smith
Washington University in
St. Louis

Prologue
This is an unusual essay, markedly different from those I have published
in Vitae Scholasticae on doing ethnographic biography. It describes a project
in the early stages of writing a biography of Nora Darwin Barlow (Lady
Barlow), a granddaughter of Charles Darwin. First drafted in 1987, the essay
has had minimal revision, primarily consisting of updating and adding some
references. Its focus is a ten-day trip that my late wife Marilyn Smith and I
took to England, seeking information about Nora.2 The previous summer we
had spent six weeks in Nora’s home, Sellenger, in Cambridge, becoming
archivists—discovering, sorting, organizing, and filing her materials consisting of letters, notebooks, and published and unpublished papers. And learning to be biographers! This time we were off to London and Cambridge,
seeking information about the Levana School that Nora attended in 1902.
We also were seeking a packet of letters between Nora and her cousin Gwen
Darwin Raverat. We had some hunches and queries about her early years.
Our intended audience primarily consisted of beginning biographers,
but also experienced biographers who might benefit from our work. We
wanted to give them concrete images of some of the joys and the frustrations
of first steps in doing a biography. Marilyn and I invited them to join us in our
journey, round and about in London and Cambridge. Also we believed it was
important to introduce students of biography to some of the thinking that
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goes on during such journeying. Further, at a more complex level, we hoped
to extend our own understanding of qualitative research methodology, and
its relationship to biographical methods.
So the following is a report on a “ten-day week” in London and
Cambridge, one that is characterized by considerable frustration and considerable joy, with a rapid flow of“ups and downs”occurring in a very short period of time. The result of our adventure is the beginning of the biography of
Nora Darwin Barlow. In keeping with the “adventuring” quality of the experience, I have written the essay in the present tense.
By way of interpretation, it is important to note the conjectures, the
“allegedlys” that appear in the account of our adventure. We are finding new
material, and we sometimes hear conflicting or partially conflicting accounts
of the same or a similar set of events. We find that a tentative quality runs
throughout a biographical exercise, or at least this one, as we practice it.
Living with that kind of ambiguity is both fascinating and perplexing.
“Reality” takes on an ephemeral quality.
Our purpose is to look at Nora’s body of letters as we continue to develop a view of the contours of the data relevant to her biography. This would
help us to continue to shape the emerging outline of what the biography
might become. It seems a worthy agenda for a trip that begins on late afternoon Friday, November 20, and ends on Sunday evening, November 29,
1987.

Getting Started
One of the striking aspects of the Lady Barlow project is that much of it
is done in England. The logistics of running a complex, multi-year project
overseas becomes an important agenda in itself. On this trip “getting started”
has its own complications: our friend, Jay Cohn, had offered to drive us to the
airport, but he got delayed. After a half hour wait, while Friday evening traffic is building up, we go to “plan B.” We check with immediate neighbors
about driving us out, consider a taxi, and finally settle on driving ourselves
and leaving the car in the car park. These complications leave us frustrated
and concerned about what happened to our friend. They come on the end of
the usual race to get things done before leaving, and add to our apprehensiveness about foreign travel. This week, a jet plane has crashed in Africa and
there has been a fire on the escalator in the King’s Cross tube station that
goes from the Piccadilly Line to the Northern Line, requiring a change in our
travel plans. Missing connections at this beginning of the trip seems a bad
omen.
The airport is jammed, the TWA check-in lines are long, and the plane is
fully booked. But by splitting up and dividing the chores of leaving the car
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and getting through the lines we are back on schedule, only a little worse for
the wear, and worrying about our friend.
The flight over seems relatively quick. A strong tail wind makes up the
lost time, and we arrive at Gatwick Airport a little after 7 a.m. The passport
lines are short in the early morning and in the off-season. We load our luggage on our new trolley, get a train ticket into Victoria station, and go around
the corner and down the ramp to the train station. We decide to buy, for five
pounds, a week’s transportation pass that is good for the central portion of
London. We are able to move in and out of the tube stations with ease and
speed. We have been in London before. The named and color-coded tube
maps, the care in signposting stations and directions, and the frequency of
trains make travel around London simple for the foreigner. Shortly we are on
the Victoria line to Green Park, change to the Piccadilly line and head off to
Russell Square and the President Hotel, just around the corner from the tube
station. (We also pass our first, and still one of our favorite, pubs, the Friend
at Hand.) Years before, we had been to a curriculum evaluation conference in
Cambridge, and we had spent several days at the President Hotel before and
after the conference. The check-in is easy and we are able to get settled and
have a nap before venturing out, looking for the first of our sources regarding the Levana School. Then the frustration really begins.

The First Four Days in London
Our preliminary planning had identified two libraries that might have
data on the Levana School or on Nora Barlow. The first of these is the
Feminist Library in Hungerford House. A quick telephone call indicates it is
open on Saturday and is just around the corner from the Embankment tube
station. So off we go. Back to the Piccadilly Line to the aging Hungerford
House on the Thames. Ringing the bell brings a woman to the locked door;
she indicates the library is upstairs. Upstairs, another young woman confirms
that this is the library, but that there are almost no books dating before 1968
and no manuscripts or archives. And, for the day, that is the end of the
Levana School and Lady Barlow.
Dismayed, we ask if we could browse around, and we are welcomed to
do so. The library has the feeling of a crowded attic. Books are shelved everywhere, and a half dozen small work-tables—most in use by young women—
are jammed together. The library seems to be working on the proverbial
shoestring. As we scan the shelves for books on education and schools, we
run into a book by Carol Dyhouse, Girls Growing Up in Late Victorian and
Edwardian England.3 It looks like a book we had been referred to a year earlier and for which we had taken down only partial information. We hadn’t
been able to find it in the Washington University library, or any of the books
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in print indices. This appears to be a “real find” and one to check out at the
bookstores. We hope to locate information that compares and contrasts the
education of Nora Barlow’s contemporaries to provide a context for her
schooling. Later in the week disappointment returns again in that neither
Daltons Bookstore at the University of London nor Heffers in Cambridge has
the book in stock.
Also present in the Feminist Library is a book of brief biographies of eminent English women that has no listing of Nora Darwin in the body of the
book nor in the index. Nora’s famous artistic cousin Gwen Raverat is there.
Strange feelings return regarding the “eminence” of our subject. Are we pursuing our own fantasies rather than a reality? But, Gibraltar-like in our belief
is the knowledge of her four books on the Darwin manuscripts, one at 50
years and one in each of the following decades, her 60’s, 70’s, and 80’s. Such
intellectual productivity remains in our minds as a legacy of which many professional historians would be proud. Doubts are continually being converted
to thoughts of a silent and invisible woman.
Sunday is a short day. We enjoy a leisurely breakfast at the hotel before
making several short notes on the day before, such as this observation:
“Yesterday [Saturday] a funny mix of being hung over from jet lag, colds, and
concerns over our friend Jay Cohn and missing the ride to the airport. [He
was delayed in traffic.] It is strange how that lingered for we had been in
London with him and his wife Marilyn in an earlier year and we kept running into places we had been together.”
About noon on Sunday, we make a series of phone calls. First we check
in with Helen Simons of the University of London, a colleague from the
Cambridge Curriculum Evaluation Conference, about the talk I am to give in
a short course at the British Council on Monday morning to a group of 17
educators from 14 different countries. The topic is“School Improvement Over
the Long Haul.” Meanwhile, we are unable to make telephone contact with
Hilda and John Padel, Nora Barlow’s daughter and son-in-law, to confirm a
dinner engagement for the next day.
Monday is equally memorable but considerably more frustrating. The
talk at the British Council short course seems to fall flat. The group members
are mostly “practitioners” of multiple sorts—headmasters and government
civil servants—with concerns other than general issues of program evaluation and research. Thankfully, the coffee and lunch conversations prove more
exciting, as more specific connections are made over problems and concerns
of the participants. Often we try to bootleg multiple activities on the same
trip. Piggy-backing is our “theoretical” label. Such activity has some pluses
but also some minuses.
After lunch it is back to the telephone with calls to the Padels once again.
Next, we follow up on leads we had been given—the Fawcett Library, the
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Assistant Masters and Mistresses Association, and the Girls Public Day
School Trust. None of that works out.
The Fawcett Library is our trump card. It is the largest women’s library in
the world. We had written to the archival librarian well before we left St.
Louis and sent him considerable material. On the phone Mr. Dougan, the
librarian, says he received the letter but, unfortunately, has bad news. The
library contains nothing of the Levana School or Lady Nora Barlow. We
decide to go there and get some feel for what does exist. That turns out to be
a good decision.
So we are back on the tube, this time switching to the Metropolitan Line
and the Aldgate East Station. We had never been there before. Out of the station, a right turn, another right turn and we are on Old Castle Road. Down
the street is a grungy-looking building on our right and the London
Polytechnic Institute on our left. As we enter the building we see some students and faculty, and we get the feel for a place different from Cambridge
and Oxford where we had been on earlier trips. Among other things the realities of social class appear in bold relief. The porter/guard in the inside lobby
indicates the Fawcett Library is reached by going up the stairs, down the hallway, to the lift on the left, and then down the corridor, following the arrows.
As we wait we see what looks like a busy chemistry laboratory full of students
with an Indian instructor. Doing a biography with an ethnographic style
keeps giving us images of day-to-day life, education, and schooling.
Off the lift on the third floor we start following the arrows and find we
are being led into a passageway that crosses the street into the factory-like
building. At the lift the sign says the Fawcett Library is in the basement. So
down we go the three floors and once more into a passageway and to
another locked door. A bell brings Mr. Dougan, a gentle, busy man, who is
proud of the library. We pile our coats on a table, sign in, and get a short
show-and-tell about the library. He takes us to the materials on various colleges and schools, ranging from Girton and Newnham (Cambridge
University women’s colleges) to a number of girls’ secondary schools. There
are no materials on the Levana School, and he has nothing in the files on
Nora Darwin Barlow. Over the next hour we browse in the library—books,
shelves, tables, and photocopying equipment vie with each other for precious
square footage. The half dozen to ten women who are there as users are busy
and preoccupied with their projects. We see only one other staff person. The
materials are mindboggling. The pictures of Millicent Fawcett and other suffragettes, shelves of such exotic collections of “women in the Dominions and
Colonies,” and journals we have never heard of all crowd into our consciousness. We leave with names of several people from Radcliffe and Stanford we
had not heard of before who are working one or another part of the women’s
movement. We also have a good lead: the public library in Wimbledon, which
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Mr. Dougan recommends.
In the evening we finally connect with the Padels, and have a delightful
three-hour round of sherry, dinner, and conversation. We aren’t “doing an
interview” as we had the past summer at their other home in Oxfordshire
when we discussed Nora, the Barlows, the Darwins, and related people. This
evening our intent is to bring them up to date on what we have been finding. They seem surprised at our lack of success with the Levana School, for
the letters contain a number written while Nora was a student there. In their
perception, from reading the letters, the school is a good bit more than just a
finishing school for adolescent girls on their way to becoming young ladies.
Our vision of being closer to the Nora/Gwen letters dissolves as Hilda indicates she has given them to her brother Erasmus and his wife Biddy, who live
in Herefordshire; they were to give them to their brother Horace, who lives
in Cambridge. Hilda reassures us that the family plans to meet us Wednesday
in Nora’s study at Sellenger in Cambridge, when we will have access to the
letters.
After the delightful evening the tube ride home was a joy.
Tuesday is to be a new day! But it really isn’t!
After breakfast, while Marilyn goes back to the room, I make some notes
on the trip so far and project the agenda for the day. We need to make phone
calls. We need to visit the Wimbledon Library to get data about the Levana
School. Finally, we need to record our “Summary Observations and
Interpretations”into the tape reorder. We have made such observations for all
of our projects since the first days of the first one, the study of Geoffrey’s class
in the Washington School.4 They were a data set of “summary observations”
made outside of the immediate time and place context of the classroom and
contrasted with the “field notes” made in situ. And they also included preliminary “interpretations,” tentative speculations on the meaning of what was
being seen. That has remained a powerful mix in the overall development of
the reports on each of our projects. More mundanely, the notes contain this
comment:“Good nite’s sleep, full breakfast, 2nd cup of coffee, and getting the
day organized are major ingredients in my daily working equilibrium. Need
all that before the world comes crashing in with its own demands and distractions.”
I dictate the notes, make a couple of unsuccessful calls, and we are off to
the tube. This time it ought to be simple—Piccadilly, Earls Court, and District
line to Wimbledon. But it isn’t as we miss a train. Then we take a slow ride,
as we had been warned. When we reach the end of the line at Wimbledon we
ask the attendant for directions to the public library, check it out with another individual, and start walking. Several blocks down the hill we find an old
Victorian red brick building with a sign indicating that the reference library is
around the corner. Around we go.
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The reference library has a large, high-ceilinged reading room with
books shelved tightly all around the periphery. It contains a dozen or so reading tables occupied mostly by elderly men, in from the cold, but busy reading
newspapers and journals. One man at the reference librarian’s desk has a
copy of a recent electronic and computer magazine. It recalls images of
Neville Shute’s hero from Trustee from the Toolroom,5 one of our favorites, but
we are in Wimbledon, not Croydon.
The young woman at the desk is all one hopes for in a librarian. She
immediately understands what we need, knows her resources, and goes
directly to her card catalog and her nearby reference books. She pulls a couple, and quickly scans their indexes. In a pleasant voice, she indicates that she
doesn’t believe she has anything to help us. Jolted once again! We ask her if
we can have a look at the two books on the history of Wimbledon. She says
yes, so we each take a book from one of the tables. Indeed, it is just as she
had said: nothing on the Levana School or Nora Barlow. We did find that a
national school had been founded in 1773 and that an infant school was
started in 1834. In 1859, moreover, the Wimbledon Village Club had been
formed for the “intellectual and moral improvement and the rational and
social enjoyment” of the citizens. Lots of interesting tidbits around, but not
what we want.
The big discovery is that a man named R. J. Milward had authored one
of the books and had done the introduction to the reprinting of the other. He
is a retired history master of Wimbledon College and is doing a local history
of Wimbledon. The librarian, Susan Andrews, indicates he still comes into the
library occasionally. She finds a phone number and an address for us. The
nearest phone, though, is out of the building, around the corner and down
the street, in front of the British Telecom Building. Mr. Milward is not at
home. We try several times, before, during, and after a light lunch in the tearoom of a local department store. We have also gotten the address of the local
education authority for Merton, the part of south London where some of
Wimbledon’s schools are located. But that is another town and we are running late, so we decide to take the long train back. We are supposed to go to
a British Council reception, connected with the short course that I had lectured in two days before.
With a little indecision we get on the right train. We make the changes
and get back to the hotel. I put on a tie for the first time. If we are to meet
someone with an “OBE,” Order of the British Empire title, we think we ought
to go in full splendor. We do. We meet the group at 5:30 p.m. and begin what
is to be a series of delightful conversations about schooling, curriculum evaluation, the relative power of staff selection and staff training, and the “most
exciting school in which I have taught.”The“zing”that hadn’t been in the formal presentation is in the conversations. That is a real joy. We hear from a
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member of the London Educational Authority that Wimbledon is split into
two local authorities. We are also put on to the lead that the Inspectorate
might have data on the school. No one is sure when the small private schools
like Levana came under the scrutiny of the formal bureaucracy. The reception
lasts a couple of hours. The French wine and food are delicious. Most unusual, and a first for us, are hard cooked quail eggs, as one of a half dozen different hors d’oeuvres. Doing biography, at least as we’re doing it, is proving to
be fascinating in ways totally unpredicted. For individuals who are at the high
end of new experience, one of W. I. Thomas’ four wishes,6 doing biography
couldn’t be a better choice. It is a long way from Ditmars Boulevard in
Astoria, New York and Miami Street in southwest St. Louis in the 1930s
where we had grown up.
As we walk back to Piccadilly Circus we are tempted to see Alan Bates in
the new play, “Melon,” but the day has been too full of imaginative “reality.”
We walk by the theatre at a little before eight. The next day we are to leave
for Cambridge. London, as always, has been exciting but also terribly frustrating. The information we want is not to be had, at least on this trip.

The Four Days in Cambridge
With some apprehension and trepidation, we’re ready to leave for
Cambridge. We pack and check out of the hotel a little before nine but are in
no hurry, since we can catch the train at either 9:30 or 10:30 and still get to
Cambridge in time to accomplish our day’s work. We pull our trolley with the
suitcases and head for the Underground.
The ride is an hour’s pleasure. The express train stops only a couple of
times. We get ourselves collected. Review our plans. Ready ourselves for the
four days. And hope the stay will be less frustrating and more productive than
the four days in London.
In Cambridge, our friend Gail Holly picks us up shortly before eleven to
take us to the flat she shares with her husband Peter, where we will be staying for the next several days. She gives us a warm welcome, recalling the
splendid times we had with them the prior summer when we were in
Cambridge for six weeks. We have, literally, hardly gotten our coats off when
the phone rings. It is Erasmus Barlow (Hilda Padel’s brother and Nora’s second son) with two pieces of news. First, his effort to contact Catherine Ritchie
Martineau, a woman who had worked on the cataloging of the Charles
Darwin papers in the 1930s, hasn’t borne fruit. Second, the Nora/Gwen letters are not at Sellenger. He had given them to his brother Horace, who had
taken them to Yorkshire the prior weekend, to read while on holiday. Horace
had left them in Yorkshire, but they had since been sent to Cambridge.
Horace had told Erasmus there is a package at Trinity College, but Erasmus
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hadn’t received it yet, for Horace tends to spend his time at the Physiological
Laboratory on Downing Street. He assumes the package contains the letters.
If so, the letters will be at Sellenger before 6 p.m. Images of the Al Capp cartoon character Joe Btfsplk float by. He is the fellow who is followed around
by a little rain cloud that is always over his head. He has come to England
with us.
After getting settled, Gail drives us into the City Center. We decide to
stop by the Pitt Building, where the offices of the American Friends of
Cambridge University are housed. This relates to two other, but lower priority, objectives. In the summer we had applied for funds from the organization, and our application was received very cordially. We are cautiously hopeful that a face-to-face meeting will enhance our application’s chance of
approval. In addition, we have been invited to a Thanksgiving Day party the
next afternoon. It is a tradition of several years for the Foundation to invite all
the young Americans for turkey, pumpkin pie, and the trimmings, to remind
everyone a little of home as the long, dark, wet, cold days of winter in
England are settling in. Our contact there, Gwynne Oakley-Smith, will meet
with us the following day. The auspicious days seem to be continuing.
We have a pleasant walk past Kings College, along Burrell’s Walk, past
the University Library and on to Sylvester Street and Sellenger House.
Though cold, it is a pleasant reminder of the many times we had walked and
biked the same route the previous summer. Images of a rare two solid weeks
of sunshine, warm weather, and picnic lunches on the back of Queens vie
with the colder, blustery days of late November. We can almost see the juggler who came out to practice nearly every day we were there. It is comforting to enter Sellenger, see Nora, and talk briefly with Erasmus. We enter her
study, neat and tidy with the R-Kive storage boxes still stacked along the east
wall, just as we had left them three months before.
It takes a while to decide what it is we will do. The Nora/Gwen letters,
our first priority, are not there. Over a cup of coffee we relocate ourselves
within the data, and cull Nora’s 1904, ‘05, and ‘07 notebooks, a few pages of
which we want to photocopy. We discover more about her work in genetics
with William Bateson. Her first mention of the Oxalis and Lythrum plants are
in these early notebooks. That theme was to stretch from Charles Darwin’s
1862 paper on heterotylism in Lythrum and his 1877 book, The Different
Forms of Flowers on Plants of the Same Species,7 through Nora’s work, published
in the Journal of Genetics in 1913 and 1923. A few other scholars conducted
research on Lythrum, notably Professor East at Harvard in the 1920s and
finally R. A. Fisher, the noted geneticist and statistician, in the early 1940s. His
work is reported in Nature in 1942. Nora had corresponded at length with
Fisher, and we had seen some of this in the original letters in Nora’s possession. Some of this collaboration was reported in Fisher’s biography, written
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by his daughter Joan Box Fisher, and in a collection of his letters edited by
Bennett. That’s an 80-year story, concluded with some pride by Fisher, and
one that we had a special purchase on through our interest in Nora Darwin
Barlow, an early player in the drama. We find Nora’s notebooks in our appropriately labeled envelopes in the appropriately labeled R-Kive 725 box. While
we are not professional archivists, we had done things in the past summer
that remained functional for us now three months later. It is a good feeling.
A small, pleasant moment in a sea of other frustrations!
Then we have a joyous hour with Erasmus Barlow, who joins us with
another round of stories of Nora, the Barlows, and the other lines of the
Darwin and Wedgwood families. He relates events extending back several
centuries to the original Erasmus Darwin. The genealogy goes this way: the
namesake of his uncle (Nora’s brother, killed in World War I just before
Erasmus’ birth in 1915) who was named after his great uncle, Charles
Darwin’s brother Erasmus, who was named after Charles’ grandfather, the
eminent poet, doctor, and scientist Erasmus Darwin.“Our” Erasmus is to give
a talk on the original Erasmus and he rehearses his stories for us. We run the
tape recorder then as we had earlier. The stories come so quickly and are so
complicated in the interrelations of the people that a recording becomes very
important.
Marilyn and I also spend the better part of an hour in a five-way “conversation” with Nora, Erasmus, and Biddy. It is a poignant and tragic affair.
Nora, in spite of being able to speak words, can neither respond to any of us
nor relate more than three or four words in any meaningful fashion. What
seemed to be “lines of thought” start and stop and seem to want to go somewhere but never move beyond an initial step. All the while Nora looks magnificent, sturdy, serious, friendly, and occasionally affectionate, as she would
take one’s hand. The girl of Period Piece,8 the adolescent of the Levana School,
the beautiful young woman in the photograph with the Botany Department
in 1909, the mother of six children, the Darwinian scholar who set the occasion and began, in the 1930s, what was to become the “Darwin Industry,” is
not with us. It is a beautiful but sad moment.
Meanwhile, we continue to make phone calls. One successful connection with the American Friends of Cambridge University results in the
offhandedly reported piece of information that we won’t be receiving any
research support from the Foundation. We are told that the Foundation does
not support any individual research efforts. That is the first we heard of such
a rule. A call to Dame Rosemary Murray is doubly successful. She is at home,
and she will be pleased to talk with us at 9:30 Friday morning. She is the
retired founder and first President of New Hall, the third women’s college at
Cambridge University. The College is located on what had once been The
Orchard, the family home of Horace and Ida Darwin, Nora’s parents. Nora
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and her sister Ruth Rees Thomas had given the property to New Hall. Later
Nora had made a substantial monetary contribution to the College to help
raise salaries of the women on the faculty. We are looking forward to tying
down Nora’s philanthropic support for the University. We continue, meanwhile, to circle in on Nora’s position on feminism and the women’s movement. From everything we have heard, it is not simple. Small, but potentially large pieces of good news in the continuing overall mix of the good and the
bad. We wait at Sellenger until 6 p.m. The Nora/Gwen letters do not arrive.
Wednesday evening is a warm, friendly time with our friends, the Hollys.
Peter’s first question on his arrival from a late class is, “How’d it go?” and my
first response is, “Get me a can of lager and we’ll tell you about Joe Btfsplk
and his little rain cloud.” So he does, and we do, and the evening is a delight.
Thursday begins with a light breakfast and quick ride to Sellenger. When
we arrive, there is a plastic shopping bag on the work table. The Nora/Gwen
letters had arrived during the night, and they turn out to be all we had hoped.
Nora had written many of them. We have her speaking in her own words. The
letters begin at the turn of the century, and some are actually addressed to
and from the Levana School. They continue on into adulthood. Written in a
flowery, adolescent Victorian kind of language, they seem to indicate that
Nora and Gwen had a very close relationship characterized by a great deal of
fondness. Since Gwen is a key figure in the Neo-pagans as described by Paul
Delaney,9 we wonder about the implications for her relationship with her
cousin. Nora hadn’t even been footnoted in Delaney’s book and yet there are
letters of closeness of relationship and of mutual activities, including Gwen’s
husband-to-be Jacques Raverat, throughout all those years. The bag of letters
is the proverbial gold mine. We can learn about Nora’s family, schooling, and
self-identified shift from art to science. We begin to fill in themes and find
connecting points between the themes. We feel the morning is worth the
price of the trip as we read and sort and make notes until a little after 1 p.m.
Then it is off to Thanksgiving Dinner at the American Friends. Gwynne
Oakley-Smith greets us at the door to give us the bad news and the good
news. The bad news is that there is no individual support. The good news is
that we might be able to work through the Dov Ospovat Fund in the
Cambridge University Library. That becomes an item for our agenda with
Peter Gautrey, the librarian in charge of the Darwinian collection. The luncheon is a lovely buffet of cold turkey and all the trimmings. The room is full of
“kids,” articulate, bright, young cosmopolitan University students. Only a few
are our age. We join the multiple conversation of Christmas plans, the arrival
of friends and spouses, and plans for skiing in Switzerland. And discussions
of international relations, experimental psych, and philosophy! Columbia,
Harvard and Radcliffe are all around us. Our thoughts are back at Oberlin
College, and marriage and grad school in Minnesota. Doing Cambridge at 20
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or 25 seems different than at 60, But in Cambridge we are. And that is significant and important.
With a mix of emotions, we walk to Heffers Book Store to buy some more
envelopes for storing the new data. We return to Nora’s house to work a
while and then walk back to town and catch a taxi back to the Hollys. Peter’s
late class ended early; we are off to dinner and another evening of conversation, something we rarely do midweek at home. Small but important life
changes!
Friday arrives, a wet, cold morning. Peter drives us to Dame Rosemary
Murray’s apartment off Grange Road, across from Selwyn College. Dame
Murray is ready for us with coffee and a comfortable setting in her living
room. It turns out she is the daughter of a Navy officer, the granddaughter of
an Oxford don named Spooner who was responsible for introducing
“Spoonerism” into the English idiom.10 Dame Murray graduated from Oxford
with a degree in chemistry in the 1930s, spent the World War II years as an
officer in the WRENS, the women’s branch of the royal navy, and after the
war joined the faculty of Girton College as a chemistry lecturer. Her most
exciting stories lay in the founding of New Hall and the political struggles in
a very conservative institution. She ended her career as President of New
Hall and the first woman Vice Chancellor of the University. We talk for two
hours. What a treat. We discover that she really doesn’t know Nora very well,
and actually is better acquainted with Nora’s sister-in-law, her husband
Alan’s maiden sister Helen. So we fill in that part of the story.
With a light step we are off to lunch at the Copper Kettle and then to the
Cambridge University Library. Our earlier call to Peter Gautrey had set the
meeting for two in the afternoon. Peter is a delightful, soft spoken, congenial
man, the best of that breed of helpful individuals known as reference librarians. He ushers us through the guarded gates of the library, through the basement corridors, to the back elevator, and up to the third floor and his
domain—the manuscript reading room with an adjoining office. We talk for
an hour. “Our” picture, the 1840 pencil sketch of Charles Darwin as a young
man, which we had found the previous summer buried in a stack of old
drapes, papers and other pictures and prints in the study at Sellenger, is now
matted and framed and about to be hung in the reading room.“Charlie” really looks good. The wrapping paper with Nora’s writing, “Take care of this
original,” is also there, as is the photocopy of the 1929 letter we had found
from the Botany Department Chairman. The photocopy contains my note
that the original was in the archives of the Nora Barlow correspondence. We
feel a small part of a long and glorious tradition.
We talk a bit about the American friends of Cambridge University news
and raise questions about the Dov Ospovat fund. Peter gives us a one-page
printed statement that says the fund is for the preservation and maintenance
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of Darwin manuscripts. That ends the possibility of support. We raise our
other problem about library use for visiting scholars. Peter says that there is
no problem in getting a library pass for any of the period we would be there.
All it takes is the letter from Horace Barlow in which he wrote as spokesperson for the family. The fact that he is a University professor of Physiology
doesn’t seem to hurt either, as I had discovered a year before in my first trip
into the library and getting a one day permit. All that is required is the completion of a form (which asks not for your current position of employment
but from what institution you received your Ph.D.), a statement of what you
are about, a letter of introduction (an earlier one from Professor Barlow), and
one pound for a picture to be attached to the admission card. The Cambridge
University Library is the most secure library we have ever been in, anywhere
in the world. It is more difficult to enter, for example, than the university
library in Quito, Ecuador that we had visited on our way to the Galapagos,
early in our Darwinian experience. That library has a bust of Charles and a
reading room with a more limited number of his books than we had expected—but accessing the books had proven easy. Here, though, we have to
manage a number of logistical considerations simply to access the collection.
This kind of problem-solving is always part of the biographer’s task, but it
takes on a more joyous, game-like quality when hypotheses get tested, new
alternatives get created, the “problem” gets redefined, the context gets
changed, and the possibilities of new alternatives arise.
Then, for the first time, Peter Gautrey shows us a box containing several
hundred letters that Nora had given him for the library some years ago. The
box contains the Nora/Frances letters. Frances Darwin is the other cousin,
born in 1885 or 1886, later to become a poet and playwright and to marry
Francis Cornford, a noted professor of ancient philosophy at the University.
She is a part of the Nora-Gwen-Frances trio of first cousins, each from a different Darwin son, all growing up in Cambridge in those late Victorian years
and all appearing as central characters in Gwen’s book, Period Piece: A
Cambridge Childhood. We now have the data to complete the sketch of Nora’s
early years. We believe we might learn why she had picked science while the
other two cousins had become a poet and an artist. Further, there are letters
from Nora’s parents, Horace and Ida Darwin, to her, to her sister Ruth, and
even more rare ones to her brother Erasmus, who was killed as a young man
in World War I. These letters, important in their own right, also enhance significantly the Nora/Gwen letters we had found the day before. Meanwhile,
Peter shows us his beginning cataloguing method, listing the sender, recipient, and date of each letter. Our sorting hasn’t gotten to that point. We are
still at the box and envelope stage. Looking through these letters we realize
that the Nora/Gwen relationship will have to vie for significance with the
Nora/Ruth and Nora/Frances correspondence. That will be a long task for the
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following spring or summer. Time seems to be spinning out endlessly.
Peter Gautrey walks us back out of the library, past the security guards
and into the lobby. We mention a book we had come across recently by Paul
Barrett that had been “Dedicated to Nora Barlow, Sydney Smith, and Peter
Gautrey—generous and enthusiastic friends of all Darwinians.” We express
our desire to contact such individuals for letters and notes about Nora. Peter
replies that Barrett had died just a few weeks before. In the library lobby, we
thank him for his generosity and help, wish him well over the coming holiday season, and indicate we will probably be back in the spring and for sure
the following summer. Questions of when data hunting and collecting ends
and writing starts come to the surface in my head. There seems to be no “natural unit” as there is in our school studies with the end of the year or the end
of a project. There seem to be no “critical” or “pivotal” data points indicating
endings and beginnings. I need to look one more time at Hexter’s History
Primer11 to see how he argues this out.
Back at Sellenger, we have a cup of coffee and a glass of juice and float
serenely in the joy of our good fortune. We reorganize the files and select several items to be photocopied to take back to St. Louis. Horace Barlow comes
by briefly to see his mother, and we tell him of the events of the week. He
offers to help identify and interpret any names and places in the letters.
Later, we return a call to Claire Barlow, Nora’s granddaughter. She is a
metallurgical physicist and a tutor at Newnham College. We make arrangements to visit with her over coffee at 10:30 the next morning, mostly to touch
base and bring her up to date.
We can hardly wait for dinner and an opportunity to tell the Hollys of the
day’s excitement. We are grateful to have such good friends nearby with
whom we can share our triumphs and frustrations. Doing fieldwork in a foreign country can easily be a lonely experience, but our friendship with the
Hollys grants us daily opportunities to debrief, try out interpretations, and get
insider views of local culture. We dine out with them and then watch a movie
in their home with their children.
The next morning we set out for Newnham College. Claire meets us at
the door and leads us to her office, and we settle in with a cup of coffee. And
then the last of the shoes drop! We have been telling her of the experience in
trying for visiting scholar status at the Cambridge Institute of Education. We
ask if Newnham ever has visiting scholars. She nods.“Yes, we have members
of the Senior Combination Room.” To the question, will the work on your
grandmother qualify? She replies, “Yes.” I raise the question as to whom one
applies formally. With a Cheshire cat grin she smiles and says, “me.” With a
smile, I comment, “Let me go out the door and begin this conversation all
over again. Dr. Barlow, my name is Professor Smith. I’m from Washington
University in St. Louis...”
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Claire laughs, and takes out what looks like a form with letterhead at the
top, a“Dear _______”salutation, a paragraph of prose, and a“Cordially yours”
at the bottom with a space, and the name,“Dr. Claire Barlow, Secretary”at the
bottom. She fills in “Louis” after “Dear” and “Claire” above the formal name.
The in-between paragraphs begin with the sentence, “We are pleased to
inform you that you have been elected to membership in the Senior
Combination Room...”It is settled. We become official members of Newnham
College, the oldest women’s college at Cambridge, the place where Virginia
Woolf had lectured in the late 1920s and made a plea for A Room of One’s
Own.12 It’s a place only a few blocks from the main University Library and
only a few more from Nora’s home, Sellenger House.
We are overwhelmed. It looks as though in a five minute conversation we
have solved some of the most worrisome and difficult logistical problems of
doing research abroad. We talk a little of a possible visit in the spring and a
longer visit in the summer. She makes a note on her calendar, then she walks
us back through the maze of hallways to the main entrance. Full of hope, we
thank her and walk over to Sellenger. With sunshine everywhere, Joe Btfsplk
and his cloud of despair have left us for the moment. Perhaps he has had his
visit for a while and we can get on our way.
At Sellenger, we sort materials to be photocopied, and visit with Liz
Aquilar, Nora’s housekeeper. We tell her of the developing arrangements and
the possibilities for the spring and summer. Once we finish photocopying, we
return the originals to Sellenger and officially finish the long and difficult trip.
The next morning, it’s a bus to Gatwick and a long flight. We return
home.

Some Summary Thoughts and After Thoughts: Lessons Learned
One of the major ideas from this essay is that we were reflective practitioners, as Donald Schon developed the conception,13 and it is a very radical
conception. I now find myself constantly thinking about what I’m doing as I
move from the concrete to the abstract (with interpretive asides) and raise
questions (i.e., hypotheses) implied in the aside. I try to determine what led
me to the new point and what consequences will follow. Organized hypotheses become miniature theories.
I have also learned that the art of being a reflective practitioner is engaging in constant browsing. In all the libraries where Marilyn and I found no
information on the Levana School or Nora Barlow we “poked around” and
found other interesting references and possible leads for a later time. For
biographers, this is a practical part of a never-ending process. And this is
adventuring!
I have found that doing ethnographic biography is an integrative combi-
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nation of ethnography, history, and biography.14 As C. Wright Mills wrote in The
Sociological Imagination, “No social study that does not come back to the
problems of biography, of history and of their intersections within a society
has completed its intellectual journey.”15 To know Nora Barlow we have to
pursue all of these areas! Such a view, of course, defines the kind and shape
the biography will take. Will the product become more of a study than a simple narrative? That kind of thinking was another important outcome of our
ten-day week in London and Cambridge.
A further principle is the integration of the personal and the professional,
and writing in the first person.16 At its most fundamental level in the Nora
Barlow project Marilyn and I traveled together, met people together, investigated together, suffered and celebrated together, and talked and talked
together. The personal and the professional never left the scene in London
and Cambridge. This continued a long tradition in our lives.
I also learned that prior experience is important in a theory of biographical method. I had done several educational ethnographies and life histories.
Developing and working with these kinds of data and methods were familiar to me even though I had not done a full-length biography, especially of a
woman from another country who was from the intellectual aristocracy and
the social elite. But my prior experience with writing memos and book chapters, conceiving outlines, and completing books made it easier. So did my
previous experience in London. Each neophyte biographer brings his or her
own experience.
I learned to combine activities whenever possible. Piggy backing and addons is my phrasing. In this case, a trip for a speech at a conference not only
helped with expenses but set a definite time and place for the trip. It also gave
me important contacts in my new location, such as Helen Simons and Peter
Holly, both of whom I met at earlier conferences. Add-ons were also helpful,
as in the meeting with the Friends of Cambridge.
Marilyn’s and my roaming about London and Cambridge gave us a perspective that James Clifford suggests in his book, From Puzzles to Portraits.17 In
biking across England into Wales, Clifford found a cache of letters related to
Samuel Johnson that had not been found before, and hence was not in any
library. Similarly, in Adventurers of a Biographer18 Catherine Drinker Bowen
contrasts outside work with inside work. She remarks to another historian
that she wants to see John Adams’ house with no front lawn; just right next
to the street with the upstairs room and slanting roof that seemed to accommodate the quite short Adams. Bowen’s companion remarks that he never
does that sort of thing—he sticks to libraries. Like Clifford and Bowen,
Marilyn’s and my biographical efforts were not just inside libraries, studying
book collections.
In short, our ten-day, difficult week with its frustrations and joys has
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some important conceptual aspects for the biographical researcher!

Notes
1
The title is deliberate take from Catherine Drinker Bowen’s captivating book,
Adventures of a Biographer. Catherine Drinker Bowen, Adventures of a Biographer (New
York: Little, Brown, 1959).
2
Some readers might find inappropriate my referring to Nora Barlow as Nora.
The usage is intentional. The use of Barlow or Lady Barlow is a kind of formality that
is inconsistent with the biographical portrait I am writing and with the way in which
Nora saw herself and her children and grandchildren refer to her in the conversations
with each other and with me.
3
Carol Dyhouse, Girls Growing Up in Late Victorian and Edwardian England
(London: Routledge, 1981).
4
Louis M. Smith and William Geoffrey, The Complexities of an Urban Classroom
(New York: Holt, Rinehart, and Winston, 1968).
5
Neville Shute, Trustee From the Toolroom (London: Heinemann, 1960).
6
W. I. Thomas and Dorothy Swain Thomas, Child in America: Behavior Problems
and Programs (New York: Knopf, 1928). The four human wishes were the desire for
new experience, security, response, and recognition.
7
Charles Darwin, The Different Forms of Flowers on Plants of the Same Species
(Chicago: University of Chicago Press, 1877, 1986).
8
Gwen Raverat, Period Piece: A Cambridge Childhood (London: Faber and Faber,
1952).
9
Paul Delaney, The Neo-Pagans: Friendship and Love in the Rupert Brooke Circle
(London: Macmillan, 1987).
10
A Spoonerism accidentally transposes the first letters or first syllables of adjacent words, as in “fettle of kish.”
11
J. H. Hexter, The History Primer (New York: Basic Books, 1971).
12
Virginia Woolf, A Room of One’s Own (New York: Harcourt, Brace, Jovanovich,
1991).
13
Donald Schon, The Reflective Practitioner: How Professionals Think in Action (New
York: Basic Books, 1983).
14
Louis M. Smith, “Broadening the Base of Qualitative Case Study Methods” in
R. Burgess, ed., Studies in Qualitative Methodology, vol. 1. (London: JAL Press, 1988);
Louis M. Smith, et al., Innovation and Change in Schooling: History, Politics, and Agency
(New York: Palmer Press, 1988); Louis M. Smith, “One Road to Historical Inquiry:
Extending One’s Repertory of Qualitative Methods” in W. Eaton, ed., History, Politics,
and Methodology in American Education: Collected Essays (New York: Teachers College
Press, 1990); Louis M. Smith, “The Experience of Biography: Decisions in Organizing
and Writing Chapter One,” Vitae Scholasticae 26, no. 2,(2009): 76-93.
15
C. Wright Mills, The Sociological Imagination (Oxford: Oxford University Press,
1959), 6.
16
Smith, 2009.
17
James Clifford, From Puzzles to Portraits (Chapel Hill: University of North
Carolina Press, 1970).

Adventuring as Biographers

22
18

1959).

Catherine Drinker Bowen, Adventures of a Biographer (New York: Little, Brown,

Vitae Scholasticae, 2014

23

Joseph Kinmont Hart and
Reed College:
Academic Freedom and the
First World War
Deron Boyles
Georgia State University
Kenneth J. Potts
California State University,
Stanislaus

Prior to the founding of the American Association of University
Professors (AAUP) in 1915, university professors—and university presidents—faced firings for a variety of reasons. Professors and administrators
were dismissed for making claims that were incompatible with the religious
institutions in which they were, typically, employed. In some instances, they
stated controversial positions regarding social, political, and scientific issues
(e.g., slavery, evolution); in other instances, they offended wealthy college
benefactors with statements made in public speeches about graft and corruption. In still other instances, personality clashes within and among departments led to being fired.1 Even after the founding of the AAUP, increasing
numbers of professors faced sanctions by administrators and boards of
trustees.
When, as Daniel Pollitt and Jordan Kurland note, the first five cases were
formally heard by the AAUP, they were only the latest in a long line of
aggrieved faculty members and administrators, with many more to come.2
The first of the five cases was the University of Utah, where seventeen facul-
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ty members, including the deans of the Law School and College of Arts and
Sciences, resigned in protest of the firing of two faculty colleagues.3 Three
other cases included Wesleyan University, University of Colorado, and
University of Montana. Perhaps the most recognized of the first five cases,
however, was the case of Scott Nearing at the University of Pennsylvania.
Nearing was a popular economics professor who nonetheless irritated alumni and trustees with statements made off-campus. Upon his firing, fifteen
hundred students and sixty faculty members signed a statement of protest, to
no avail.4
Among the other six cases from 1915 was Joseph Kinmont Hart’s. Hart
was fired, along with the entire Department of Education, from the
University of Washington (UW).5 Hart appealed his firing to the AAUP and
lost. As a result, he “retreated” to the Seattle suburb of Seabeck, Washington
to write and begin in earnest one of his best known efforts: community
organizing. Importantly, Hart’s firing from UW serendipitously led to his
being hired at Reed College in Portland, Oregon. This paper explores Hart’s
role at Reed College, his relation with Reed’s founding president, William
Trufant Foster, and his ultimate release from the college. Of particular importance to this paper is the issue of academic freedom in the context of the First
World War. We argue that the social and political context of the war made it
increasingly difficult for diverse views to be expressed without serious retribution. Even as the war was proclaimed necessary to secure democratic
rights, those same rights were restricted or denied during the war itself. In
general, the purpose of this paper is to investigate an otherwise obscure, but
significant case of academic freedom during the First World War.
Indeed, in his review of Carol Gruber’s book Mars and Minerva: World
War I and the Uses of the Higher Learning in America, Paul Murphy wonders
whether Gruber was too selective in choosing only the major cases of academic freedom at elite institutions and whether the problem rested primarily within institutions of higher education or represented a continuing assault
from forces outside the academy.6 For her part, Gruber notes that the known
cases of professor firings “can be misleading, for not taken into account are
cases that did not enter the public record, either because they were isolated
and obscure or because, instead of being fired outright, individuals simply did
not have their contracts renewed.”7 We believe Hart’s case at Reed College is
significant because, as the archival material shows, Hart was among the few
key faculty members at Reed to assert First Amendment rights at a time in
which those rights were increasingly reframed in terms of sedition and treason.
Consistent with the idea that important cases may not be well-known,
this paper focuses on a rarely-referenced philosopher of education who was
employed at a very new, experimental college in the Pacific Northwest lead-
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ing up to and during the First World War. This paper focuses on two main
investigations. We provide a brief outline of Hart’s background and a short
narrative of Hart’s situation at UW, including his subsequent hiring at Reed
and the context of Reed and its first president, Foster; and we explore the
concept of academic freedom in the context of the First World War, in general, and in Portland, Oregon, specifically. In the final analysis, we believe that
Hart, with Foster, demonstrated an unwavering commitment to academic
freedom, particularly in a time of war.

Joseph Kinmont Hart
Born in 1876 and raised in Columbia City, Indiana as one of five brothers and three sisters,8 Hart went to Franklin College in Franklin, Indiana, and
interrupted his studies to serve in the Spanish-American War in 1898.9 He
earned his A.B. degree from Franklin College in 1900 and immediately went
on to the University of Chicago for graduate study with William Rainey
Harper, William I. Thomas, and George Herbert Mead. Hart postponed his
studies to teach mathematics in Ottumwa, Iowa in 1902. After two years, he
married Lulu Calvert and taught history in Rock Island, Illinois from 19041906—overlapping the time frame in which he returned to the University of
Chicago as a “Fellow” in 1904.10 Hart graduated in 1909 and his dissertation,
A Critical Study of Current Theories of Moral Education, was published by the
University of Chicago Press in 1910.11
After Chicago, and his study of experimentalism, philosophy, and social
change, Hart taught at Baker University in Baldwin, Kansas. It was at Baker
that Hart found an eager young student named George Counts, the influential educational reconstructionist. Counts, like Hart, studied John Dewey and
earned his Ph.D. from the University of Chicago. As Kenneth J. Potts points
out, “both [men] were strong, outspoken theorists of social and educational
reform; both close followers of Dewey, both editors, and both voiced their
program as strong public speakers. In the end, however, Counts’
influence...rose steadily in later years, while Hart’s star faded from view.”12
Edward Octavius (E.O.) Sisson was the chairman of the department of
education at University of Washington (UW), since 1906, and was responsible for bringing Hart to the University in 1910. Sisson was a popular professor and had ties to other important faculty members at UW during this time,
namely J. Allen Smith, Vernon Parrington, Edward and Theresa McMahon,
and William Savery. This point is important, as Rulifson points out, because
“in spite of the rather low reputation of departments of education throughout the country, Sisson was able to gain the very strongest kinds of personal
and professional ties with the academicians on the campus.”13 Smith, Sisson,
Parrington, the McMahons, and Savery were among a group of influential
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faculty who, generally speaking, were liberal crusaders in favor of public
power over private interests. They championed free speech and contested
graft practices and special privileges for corporate leaders.14 This group
becomes central to the Hart-UW story because of the influence of the members of the group on both students and community activists. Hart attended
the informal meetings held at the McMahons’ house on Friday nights and
was the youngest faculty member in the group.15 Over time, Hart carved out
his own niche for popular speeches on topics like immigration, class differences, education, and political power.
Between 1910 and 1912, some of Hart’s student teachers openly questioned their supervising teachers. They were doing what Hart encouraged
and what J. Allen Smith’s students had already been doing: questioning the
status quo. In fact, it was Hart’s view that the role of the department of education at UW was to evaluate school practices and publicly criticize those
aspects that were deemed problematic. The students’ criticism was condemned by the superintendent of Seattle schools Frank Cooper: “The
schools are for the sole benefit of the children of Seattle. . . .The [student
teaching] work may be permitted, [student teachers] and their University
supervisors may raise questions with the proper school authorities, but when
they leave the schoolroom they are to keep their mouths shut.”16 This is
exactly what Hart and the Friday-evening, Smith-McMahon group was
arguing against. Without the freedom to criticize, traditional expectations
would fester into routines that would also squelch public debate.17 To the ideological Hart, no less than democracy was at stake. When questioning and
independent thinking cease, politics lead back to greed and ruin the promises of democracy. Wrote Hart in 1913, “the real democratic problem is that of
securing independent thinking along political lines by every individual. Thus
constantly the local community is at the mercy of the political boss, who usually has some more or less corrupt alliance with insidious financial elements
and manipulates the political life of his community so that these financial
interests flow constantly in his direction.”18 Hart voiced concerns about the
influence of business interests on free speech and highlighted the
“Easternizing” forces influencing organizational structure and function.
Perhaps even more indicative of Hart’s boldness, he gave a speech in Everett,
Washington that was said to be so confrontational that had he given the speech
in Seattle, he would have been run out of the university and out of town.19
That Hart would give such a speech should not be at all surprising. Since
coming to Seattle in 1910, Hart had been speaking out frequently and trying
to demonstrate the connection between his ideas and his practice by becoming involved in community activities. He worked with the YMCA, the Seattle
Playground and Recreation Association, the Municipal League, and the
Central Council of Social Agencies (a council he helped organize). Hart also
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served as chairman for the State Conference of Charities and Corrections, an
organization that dealt with immigration concerns like exploitation and discrimination in the Seattle area. He was considered a provocative orator who
threw “intellectual hardballs”in the air to see who would catch them.20 Hart’s
success was, in some ways, part of his problem. He cared so passionately
about the role of education in society and argued so strenuously for egalitarianism and democratic participation and against mechanistic, routinized
teaching that he was considered by some to be dogmatic and extremist. He
occasionally published harsh reports about area businesses and manufacturing interests, giving rise to his being named a crusader, and actually being
censured by the State legislature for “radical pronouncements.”21 He was not
alone. J. Allen Smith had been derided for “socialist teachings” at the
university–repeatedly.22 Smith also had major disagreements with UW
administrators, but even with threats from the Board of Regents, was never
fired.23
Hart’s rising star plummeted in 1915. When Sisson withdrew as head of
the department of education and left the university at the end of the 1911
school year, UW president Thomas Kane brought in Frederick Bolton to head
the department without consulting the faculty. Herbert Lull, then the head of
the summer school, was considered “in line” for the post, but Bolton’s arrival
changed everything.24 Lull was an associate professor, Hart an assistant professor. Hart’s sympathies were with Lull, even though the two men held different views on education and each approached their work in contrasting
ways: Lull was plodding and orderly, Hart was eager and enthusiastic. Hart
and Lull were aligned against Bolton. It was only a matter of time before all
three men clashed.
On May 17, 1915 the interim president of the university, Henry Landes,
declared that conditions in the department of education were deplorable.
Bolton, Lull, and Hart were all to resign after a one year period of time. Wrote
Landes:
During the past three years, the personal antipathy, animosity, and
distrust existing among and between you have increased steadily in
intensity until now a state of bitterness exists between you which
has destroyed the cooperation and coordination absolutely necessary for the successful administration of the department. . .This condition of affairs has brought reproach to the institution and can be
tolerated no longer.25
Lull accepted his fate and departed UW. Bolton and Hart appealed. Bolton
was reinstated. Hart lost. What followed was the AAUP investigation
chaired by Harry Beal Torrey of Reed College.
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The hearings were held for three weeks in July of 1916. From July 26 to
July 28, Torrey interviewed twenty-five witnesses. Some stories were published in the Seattle Star but, owing perhaps to Torrey’s instructions to witnesses and participants that they were not to say a word about the investigation, the sensationalism was somewhat bounded.26 The investigation did not
support Hart’s contention that he was the subject of political manipulation
and that his academic freedom had been violated. The committee reported its
findings in the AAUP Bulletin as follows:
1. That there was a serious lack of harmony within the Department
of Education for which Professors Bolton, Lull, and Hart were jointly responsible.
2. That no evidence has been presented showing that their dismissal
was a result of political or other external pressure on either the Board
of Regents or Acting President Landes.
3. That the conditions within the department were alone adequate
grounds for this action.27
As Rulifson notes, it seems that “the committee report was a defense of the
dismissal not only of Hart but also of Lull and Bolton on the grounds that
they were jointly responsible for the poor morale within the department.”28
Indeed, the investigating committee was focused on Hart. That they made
their general conclusion inclusive of Lull and Bolton makes Hart’s frustration
at the final outcome more understandable and more interesting. Regardless,
in the end Hart lost the AAUP case and ultimately moved to Reed College in
part because of his AAUP case.

Transition from UW to Reed
Hart’s dismissal from UW was a tragic fall for the young, ambitious, and
perhaps naive Hart. Out in the cold, ostracized and shaken, without an academic position and none in sight, Hart and his wife quietly withdrew from
Seattle. They settled near Seabeck, Washington for an indefinite stay while he
assessed his future and reflected on the damage done. Seabeck was a small,
remote, and startlingly beautiful place, “out in the woods,” situated on the
shores of the Olympian Peninsula along Puget Sound. E.O. Sisson owned a
vacation“camp”in Seabeck near Hood Canal, and Hart had planned to spend
his leave there working to complete a book on educational history.
Although outcast, Hart was not without friends. Before leaving Seattle in
the fall of 1915, Hart attended a farewell luncheon given in his honor. A
group of civic, religious, and other community leaders presented Hart with a
written testimonial lauding his work as an inspiring and innovative civil ser-
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vant. Titled “An Appreciation of Joseph K. Hart,” fifty prominent Seattle citizens personally signed the document.29
Hart’s time “in the woods” proved to be a productive, albeit low profile,
time of rebuilding and reassessment. When not engaged in writing, Hart and
his wife threw themselves into community work in Seabeck. During a four
month period Hart taught in the local community school at Lone Rock near
Hood Canal. He worked with a day school attendance of forty children and
then also conducted a night school for adults three evenings a week. On
Saturdays there was “community night.” Hart instigated and pushed forward
a plan to reconstruct and enlarge the school building for the purpose of
adapting it as a community center. His home in Seabeck became a virtual
community center as he and his wife organized various community groups
and clubs. In addition, Hart took up the campaign to build a new road allowing a shortened and more direct route, over a hill rather than around it,
between Seabeck and the Seattle area. An effective advocate and campaigner, Hart helped push “authorities” to get the road completed. During his time
at Seabeck Hart edited a series of “Rural Life Readers,” school textbooks for
young readers, published by Macmillan.30
In the midst of his writing and community work in Seabeck, Hart began
a correspondence with William T. Foster, president of Reed College in
Portland, Oregon. Hart had first met Foster following a lecture given in
Seattle in 1914. He admired Foster’s innovations in undergraduate education
at Reed. Foster, for his part, closely followed all of the AAUP academic freedom investigations of 1915. He even traveled to the University of Utah to
conduct his own private investigation of matters there. Foster went even further by appointing one of the fired Utah professors, A. A. Knowlton, to a
teaching position at Reed.31 As a product of this interest, Foster initiated at
Reed an innovative system of faculty governance, an unusual model of faculty participation in decision-making for the college.32
In a letter to Foster dated April 1916, Hart went so far as to offer his
services and give his conditions for employment at Reed. Foster replied in
cordial terms that there was no position available for Hart at Reed. In August
that suddenly changed when a position opened in Reed’s education department. Foster offered Hart a one-year temporary position at the modest salary
of $1,500. This was the opportunity Hart had sought, and he accepted immediately. It is probable that Harry Beal Torrey, who had just concluded Hart’s
AAUP hearing at Washington, also recommended Hart for the position. Hart
and Foster were a good fit, and they soon became friends. Hart began work
at Reed in the fall of 1916 teaching two education courses and one philosophy course, with time allowed for extension work.33
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William T. Foster and Reed College
Reed College itself, under the guidance and direction of Foster, grew into
a widely-admired, model liberal arts college. As the first president of Reed,
beginning in 1910, Foster wielded the freedom and resources given him by
Reed family benefactors to build an “ideal” college, something like Harper
accomplished at Chicago but on a smaller scale. Foster rejected intercollegiate athletics, fraternities and sororities, and other unnecessary indulgences
of “college life.” Rather, Reed would project a rigorous intellectual environment, a “Johns Hopkins for undergraduates.” Foster initiated at Reed practices customary to advanced graduate study at universities, such as comprehensive examinations, senior seminars, theses, and the close interaction
between dedicated faculty and students. Foster published several articles
about the “Reed model,” and his innovative leadership found considerable
success.34 In addition to shaping Reed College into a rigorous academic mold,
Foster advocated progressive ideas as central to the idea of higher education
for social betterment. From the beginning, Foster instituted an “extension”
program at Reed and, like Chicago, Portland became a laboratory for academic involvement and study.
Reed College came about from a bequest from Simeon and Amanda
Reed.35 On the death of Mrs. Reed, in 1904, more than two million dollars
were given to establish the school. Significantly, the Reeds did not place clear
restrictions on their bequest, other than the school would be nonsectarian.
While they believed strongly in vocational education, their bequest stipulated that the Board of Trustees would be free to make determinations regarding what they thought would be best for the new school.36 In fact, members
of the board travelled around the country to see different schools and also
invited Wallace Buttrick, the head of Rockefeller’s General Education Board,
to Portland for advice on what the school should become. Noting that
Portland already had vocational training schools, in line with Buttrick’s recommendation, the trustees established a college of arts and sciences that
they hoped would rival the best liberal arts colleges in the region, if not the
country.37
In seeking a leader for Reed, the trustees sought advice from Charles W.
Eliot, the former president of Harvard. One of his students had been Foster,
a professor of English at Bowdoin College who was on leave and lecturing at
Columbia University. Foster was young and had developed clear, if utopian,
views about the purposes of a college education.38 In brief, Foster lamented
the degree to which standards were lax, learning for the joy of inquiry was
pilloried, and intercollegiate sports replaced academic rigor. He, like
Abraham Flexner, derided alumni traditions that vaunted competition over
substance and “social life” over academics.39

Deron Boyles and Kenneth J. Potts

31

Foster’s vision for Reed would be characterized by high expectations and
a recognition that studying was part of a wonderful, if difficult, pursuit of
knowledge. His vision was not preparatory in any narrow sense (other,
arguably, than preparation for advanced learning in graduate school) but
rather focused on the primacy of college life as academic—where academic
is not understood as “dry” or “boring” or any other pejorative. Part of the
worth in learning is the struggle it takes to understand and make meaning of
the disciplines. Instead of large lecture halls filled by the dictates of a chase
for credit hours, Foster advocated mentoring and small student-to-professor
ratios. As one indication of the tenor of his argument, consider his tone and
point when he criticizes the popularity of “excused absences” from college
classes:
Gloss it over as we may with specious reasoning about “make-up”
work, it is still evident that, if a week at college classes means any
real intellectual accomplishment, the progress of the good students
who remain faithfully at their work must eventually be seriously
retarded by the poorer students who are constantly dropping into
the same classes, after excused absences for outside activities.
Though I would not abolish these activities—for there is some good
in all of them, with the possible exception of minstrel shows—my
remedy is yet radical. I would grant no special excuses whatever for
neglect of college work, and I would then allow these outside activities to adjust themselves, as best they could, to those chief inside
activities for which the college exists and without which it cannot
successfully meet the serious charges now brought against it.40
In the process of constructing Reed, Foster faced important hurdles. In order
to establish a strong reputation, he needed to attract leading national scholars. He also needed to attract quality students. The former problem was comparatively easy, due to Foster’s connections with leading intellectuals in the
East. The quality of students, on the other hand, was initially considered a
challenge because the vast majority of students who initially enrolled were
from Portland. As Foster recounted the first class of students, there were 263
applicants and 50 students were accepted.41 The selection process differed
from most other colleges, however. Recalled Foster:
My own schooling had convinced me that the usual entrance examinations neither opened the gates to all those who were best fitted,
nor kept out all those who were unfit. Far from it. So, from the
beginning, the chief tests at Reed were interviews with applicants,
parents, teachers, and employers. The aim was to find out whether
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the applicant had good health, capacity for work, earnestness, and
right habits. Entrance was easy for the strong man with irregular
preparation but impossible for the weakling who had been “pulled
through” the conventional courses. High school graduation, whether
or not from a so-called “preparatory” course, was not enough.42

How does a new college shrug off conventions and engage students and faculty in the novel, arguably progressive, process of individual learning? For
Foster, even though he graduated from Harvard and was fond of the elective
system, the curriculum would be a blend of traditional content and non-traditional study. Faculty members were free to teach as they wished and students, for their part, were expected to engage in independent thinking. As
E.O. Sisson put it,
The most essential fact about Reed is that from the outset it was
mutation rather than a mere variation. Like every innovating
scheme, it was ceaselessly subject to forces dragging it away from its
peculiarities and back to “normalcy.” It seems almost a miracle that
Reed has been able to maintain its variant course without grave
departure through so many vicissitudes, both within and without.
That conservation has been nothing static, no mere preservation of
something laid down once and for all. Such static continuation was
out of the question for anything so diverse from orthodox tradition
as Reed. Especially when there seem to be no bounds to the public
misunderstanding and misrepresentation of an institution that ventures to break the hard crust of custom and orthodoxy.43
In defining Reed as a liberal arts college of the highest caliber, Foster and
his supporters developed a reputation in Portland as being elitist and condescending. “Claims of academic severity…had a holier-than-thou tone,” notes
Clark.44 “Since the claims were being uttered and the supporting practices
initiated by a New Englander in stiff collar who talked long and loud about
how much Portland needed Reed, a dislike of eastern snobbery played a part
in the attitudes formed in the first decade.”45 As Ernest Boyd MacNaughton
recalls, “One of the great mistakes Foster made was to bluntly tell members
of the University Club, then a small but potent downtown membership
organization, that Portland was a backward area….Foster quickly got opposition from the leading newspaper, the Morning Oregonian, and they were
merciless in their criticism of this brash young man from the East.”46
Nearly a decade after its founding, Reed published “The City and Its
College,” a publication that essentially pointed out how Portland was significantly behind other cities who have leading colleges and universities as part
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of the community.47 The document also cited national figures providing glowing narratives of Reed, though many of these figures were Easterners, so the
city of Portland may not have been particularly appreciative of the appeal.
That the effort at securing Portland’s support also appears to be more of a
scolding lecture about what the city had yet to do for Reed might be another indication how difficult city-college relationships can be. This is arguably
particularly true for Portland and Reed, as distrust and speculation—as well
as different aims for education and student and faculty roles—have not been
restricted to the early years after Reed’s founding. The point here is that community leaders tend to be pro-business insofar as they (legitimately) are concerned about citizen employment, civic initiatives, and planning and development. This often carries with it, however, the assumption that schools must
serve business interests. Schools (and colleges), on this view, should be producing graduates who are “equipped” with the “necessary skills” to get jobs
that businesses offer in order to serve the functions of commerce.48 Foster and
Hart were not opposed to gainful employment, but utilitarian training to
meet the ever-changing demands of corporate growth are not the same thing
as critical, democratic community building.
This point is extended in Hart’s most significant publication during his
time at Reed, Democracy in Education: A Social Interpretation of the History of
Education. The work was a comprehensive and impressive discourse in intellectual history. Even though subtitled a “history of education,” the book was
rather a “history of ideas” in education—a full-bodied and critical survey of
educational theory throughout history. It garnered Hart a national reputation
as a scholar of erudition and analytical depth. His writing displayed a
well-read classical education and wide knowledge of the history of philosophy, as well as a grasp of complex educational issues. It was also, arguably,
the most tightly-reasoned and scholarly of all of Hart’s books.49
In a sense, Hart’s history surveyed the past in order to throw light on
present problems and prescribe necessary change. Hart’s history came from
a definite point of view:
Educational experiment and reconstruction no longer need an
excuse; all that they need is illumination. This will come from a number of sources, one of which must be history...And history does
reveal many phases of the educational problem which must be made
the subject of critical investigation. History digs up the problems and
shows their roots grown deep in old soils...The handling of materials will show a frank and avowed interest in the cause of democracy; just as every history shows some sort of interest in some sort of
outcome.50
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In this way, Hart used historical analysis as a tool of “illumination,” providing an interpretative framework to understand current educational theories and to approach educational problems. Hart offered a progressive analysis of educational thought through history leading to the denouement of an
evolutionary, pragmatic approach to education and society. The tone of the
book, especially the final section (comprising nearly half the book), echoed
the writings of John Dewey. “My debt to Professor John Dewey is apparent
on every page,”stated Hart. Democracy in Education owed even its title to John
Dewey; the work could be perceived as a historical complement to Dewey’s
philosophical work, Democracy and Education, published two years earlier.51
The final section, titled “The Problem of Education in the Modern
World,” especially displayed Hart’s original, critical thinking on the pressing
modern problems of American education. He reflected on the disorganization and seeming inability of schooling, urban and rural, to confront difficult
changes inherent in a modern industrializing America. Hart prescribed a radical shift in theory and method in education, necessary to preserve the liberal and democratic ethos he so valued. Hart, in the end, wrote from a moralistic point of view. He wished to preserve and promote liberal, democratic
political associations, a widely inclusive and liberating education, and the values of the small humane community. Accordingly, he demonstrated what
Stuart Rochester has criticized as a “prewar illusion.” Leading up to the First
World War, Rochester maintains that “progress was certainly not a new conviction in America, but its foundation had always rested largely on providential or impersonal forces—the frontier, the immigrant heritage, manifest destiny—never on the conscious, daily application of human intelligence and
ingenuity.”52 Hart, and Foster, believed that schools and communities could
correct social ills if they enacted what democracy held out in theory: active
participation in solving social problems via rational, scientific means.53
Questioning business motives and mercantile logics is part and parcel of
what Foster and Hart understood as central democratic tenets. Business
leaders qua community leaders were not happy to have their assumptions
and actions questioned, however.54 This can be seen in a variety of instances
in Portland, and around the country, when boards of trustees (almost always
business leaders) weighed in on issues of free speech and academic freedom—particularly in the context of war.55

Academic Freedom and the First World War
An obviously distressing feature of the early years of Reed College and
Foster’s presidency of it was the First World War. Begun in 1914, and joined
by the U.S. in 1917, the war unfolded at a time in U.S. history when the influx
of immigrants from the 1890s was joined by the expansion of the industrial
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revolution and social initiatives steeped in the rhetoric of democracy and progressivism.56 While the Civil War was fought without foreign intervention, the
Spanish-American War of 1898 and the ensuing decision to annex the
Philippines indicated to the world that the U.S. had the potential to expand
beyond isolationist politics and become a player on the global stage.57 Above
all, as Robert Wiebe points out, “the most powerful influence was a generalized sense of national crisis, one which millions predicated but could not
define.”58
Crisis brought about an intense form of jingoism. Citizens eagerly, if
hegemonically, followed the dictates of an increasingly bureaucractized and
specialized national government. Beyond volunteering for enlistment, parading in support of troops, buying bonds, and contributing to the Red Cross,
there was a marked increase in the vilification of all things German and of
anyone whose name appeared “foreign.” Indeed, as Wiebe notes, Americans
…answered the imperative yet misty questions about America’s
danger, they pointed to visible, available enemies, they played upon
a host of incipient anxieties, and they satisfied the urge to violence.
Only this exceptional appeal can account for the eagerness with
which people made the most preposterous connections between
foreign and domestic dangers; between the German menace and the
Non-Partisan League, for example, or Bolshevism and the American
Federation of Labor.59
Verging on paranoia, anti-radicalism spread in such a way that unions, peace
organizations, and anti-war magazines increasingly became targets for marginalization, if not extermination.
At the same time, the initial causes for which the AAUP was originally
developed also altered because of the war. In advocating “academic freedom,” the AAUP had early committed itself to a position defending the rights
of faculty members, but found itself facing the wave of super-patriotism that
attacked any organization that appeared to undermine a singular, nationalist
identity. Questioning the war during the war became unpatriotic or, worse,
treasonous. Hart and Foster did not shrink from their commitment to dissent,
repeatedly arguing for the cause of peace. The principle upon which they
stood was freedom of speech and the constitutional protection thereof. Time
and again they both qualified their right to speak against the war, and in favor
of peace, by referring to the First Amendment. Wrote Foster:
There is no reason why independent thinking, tolerance of opposing
views, free speech, and the highest community regard for the
speaker cannot go together. Without freedom of speech there can be
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nothing worth the name “college.”With freedom of speech there are
sure to be statements from some teachers with which some men disagree. From students, too. In a public address at Reed I said that if
any professor were so farsighted as to be able to tell us what actually would happen in the next generation, he would be condemned by
some men as starry-eyed idealist, by others as a communist, socialist, pacifist, or whatever happened to be the epithet of the day.60

To be clear, Foster and Hart were not alone at the beginning of the war. From
the Oregon governor to presidents of major businesses in Oregon, one hundred of the “most prominent men” in the state sent a letter to President
Woodrow Wilson urging peace in early 1915.61 In June of 1915, Foster
addressed the General Federation of Women’s Clubs and urged them to
“stand firmly for peace for this Nation.”62
By 1917, however, the tenor of the debate had changed. While Foster and
Hart continued to urge lawmakers to maintain a policy of peace, there was
an increase in rancor, xenophobia, and threats.63 As Wiebe notes:
Year by year, the men who felt their authority in danger….launched
a series of brutal, thorough attacks after 1917 against the most vulnerable of the so-called radicals. Through posses, state and Federal
prosecutions, and government censorship, they seriously weakened
the Socialist party, broke the strength of the International Workers of
the World, and….none of this was done under the shadow of a guilty
conscience. The leaders of these campaigns—the corporate executive and the prosperous farmer, the newspaper editor and the established politician—acted on the assumption that other Americans
could only praise their virtue. Public response supported that faith.
Each of these radical groups could, with some justice, be identified
with the critics of the war, a disconcertingly large body; and only bad
men opposed a good war. In general, the radicals enjoyed neither
the indigenous power nor the allies to resist popular persecution.64
While Wiebe is providing an interpretation of national realities, Oregon was
not exempt from his assessment. In an editorial criticizing Foster, Hart, and
other Reed College faculty, the Oregonian rebuked what it took to be the voices of the few overshadowing its version of patriotism. The editorial reads, in
part, “We are to assume that the latter message, designed to encourage
Senator Lane in his maudlin, ignorant, and mischievous pacifism, defeating
the wise and patriotic plan of President Wilson for an armed neutrality, is the
official expression of Reed College. It is another glaring illustration of the rule
of the minority.”65 Other editorials also decried Foster and Reed faculty. In
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one, the editors of the Morning Oregonian claimed that “William Foster and
his pacifist professors are not in accord with the patriotic sentiment of
America. They are among the socialist sowers of class hatred and the secret
champions of Germany.”66 In another editorial, the newspaper wrote that
“Reed seems to have the earmarks of being a hotbed of Socialism, if we are
to judge it by some of the utterances of its president and some of its professors.”67 In yet another, more strident editorial:“Mr. Foster and his fellow pacifists should be made to take the front line in the military mob that we would
have at the start so that they would be sure to be in the slaughter.”68
Unsympathetic members of Reed’s Board of Trustees questioned Hart’s
patriotism, as well as his place on the Reed College faculty. In April 1917,
upon Foster’s request, Hart composed a “statement of principles and beliefs”
concerning America’s entry into the war, and Foster distributed it for discussion at the Board’s spring meeting. In a one-page, single-spaced, typed document, Hart justified himself and his public statements. His tone was conciliatory, ready to support President Wilson in the interests of democracy. He
asserted his patriotism as a veteran of the Spanish-American War, but passionately defended his right to criticize the war effort if he felt it threatened
American democracy and freedom of expression. The statement ended with
a caveat:
I yield to the war because it is set forth as a great enterprise in behalf
of the very ideals that are to me most worth while [sic]. I shall stand
back of the president, so long as the war is in behalf of democracy. If
it should fall below that, I shall exercise my right of constructive criticism of any, or all, responsible for that lesser outcome.69
Foster’s recollection of the period is worth quoting at length:
During World War I, a few excited Reed students, following certain
newspapers in doubting the patriotism of everybody but themselves,
circulated a petition in favor of expulsion of all “Bolshevists” from
the college. What should be done about it? “In the first place,” I
asked,“if a man really is a fool, is it not better to provide him a platform on which to announce the fact than to make a martyr of him?
In the second place, why not urge every student to ask for a definition of terms before he signs the petition?” It seemed to me that if
there were students with scant knowledge or twisted thinking, the
college was a good place for them. The petition found few signers.
About that time a wealthy Portland manufacturer said to me,“If I had
my way, I would close Reed College and all other colleges until there
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were enough One Hundred Percent Americans for teachers.
Colleges are centers of every foreign ‘ism’!” Our critic overlooked the
fact that even manufacturers could not agree on what they meant by
a term apparently as exact as “One Hundred Percent American,” any
more than men can agree today on the meaning of the over-worked
epithet,“Un-American.” In the college a man is more likely to escape
error than in the labor union, the chamber of commerce, the newspaper, the club, the church or the political party.
Again and again in the first decade the Trustees were urged either to
muzzle some member of the faculty or get rid of him. One of these
was Joseph K. Hart who became a professor of education in
Columbia University. One of them was Paul H. Douglas….70

Perhaps in an effort to placate Oregon citizens’ criticism of peace efforts,
the Peace League voted to change their constitution “so that it would not
offend anyone.”71 Hart was president of the League at this time, so such a
change might indicate a conciliatory posture on his part in an increasingly
tense situation.72 Still, Hart (and Foster) continued to speak out against the
war.73
To underscore an important point, when war eventually did arrive, both
Hart and Foster contributed to the war effort. Foster was asked to head a
committee of the Association of American Colleges and the final report was
presented to Newton Baker, the Secretary of War. The concern of the committee was that too many college students were rushing to sign up for the war,
potentially limiting the ranks of future trained leaders. As a result, the
Student Army Training Corps was developed and instituted in hundreds of
colleges and universities around the country. The implications for Reed
College, as Foster notes, may be indicative of the situation at other colleges
that did not have extra housing.
Authorization for a branch of the training corps was received at Reed
College two weeks before classes were to begin in the fall of 1917,
but there were no barracks and no authority to build them. That
same day I asked our superintendent of buildings to go across the
river to the army base in Vancouver and borrow blueprints for the
army barracks there, and begin construction of identical barracks on
the Reed campus. In three weeks the barracks were completed and
filled with young soldiers.74
Beyond housing for recruits, colleges continued to feel the pain of student
enlistments. Rosters of diminishing students meant fiscal retrenchment, in
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addition to the confusion on campuses brought about by the war. Young faculty joined students in enlisting and colleges were sometimes left without
clear leadership. Dorothy Johansen remembers Reed at the beginning of the
war:
By the fall of 1918 many of the older students and younger faculty
were in the military or other war services. Foster was more than ever
absent from the campus. Foster’s secretary, Florence Read, about
whom all matters of daily administration centered, was off on war
duty. The administration was in the hands of a faculty committee of
two….The college was so disrupted that it was not known for certain how many students were enrolled at a given time.75
It was during this period that Foster was dispatched to Europe to lead efforts
at understanding the role the Red Cross would play in the conflict. For Reed,
one implication was serving as the only college on the west coast to offer
courses for “reconstruction aides,” an early version of physical therapists,
who would work with returning wounded soldiers.76
Foster was able to pull from his first-hand accounts of the war and, upon
his return, called attention to the need for more support for the Red Cross—
particularly in the face of a German military that, he noted, was “not weakening.”77 In a March, 1918 feature story in the Morning Oregonian, replete with
pictures of cannons, troops, and Foster in full uniform, Foster’s pacifism is
juxtaposed with the realities of war:
Dr. Foster was a pacifist and spoke for pacifism not so long ago. He
is still a pacifist with a hatred for war intensified by what he saw of
Prussian ambition and the means it employs, but his pacifism will
brook no talk of peace with the arch foe of humanity. For only
through the defeat of Germany, the utter and abject rout of those
dark and dreadful forces of “kultur” does he glimpse the peace that
is to remain inviolable.78
While Foster was a leader in the Red Cross effort, Hart continued to
speak out for pacifism and democracy, going so far in one speech as to laud
Tolstoy’s ideal of a “lasting peace.”79 At the same time, his work in community organizing catapulted him to a leadership position with the War Camp
Community Service, indicating, as with Foster, that while they eschewed war,
they took on roles that arguably supported the country in a time of war.80
Hart requested and received a leave of absence from his teaching
responsibilities at Reed for the 1919-1920 academic year. He wished to reach
beyond academic life, to seek, in his own words, “broader fields of social
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experience.” Hart also expressed his desire to “spend a year trying to find out
what was happening as a result of the World War.” He accepted a position
with the War Camp Community Service in Seattle, a social welfare agency
working to ease the adjustment of the returning soldiers by offering vocational guidance and career counseling. Hart accepted an assignment to
organize training courses for voluntary social workers assisting with this task.
Hart’s introduction to social work education also signaled a turning point in
his career. It meant a break away from university work and a shift towards
the broader issues of community and social welfare reform. Hart’s War Camp
Community work lasted only six months, however. Community Services,
Inc., the agency that administered the voluntary social work effort, decided to
shift all funding from educational work into organizing efforts. Consequently,
Hart resigned from the Service at the end of 1919.81
After a strong foundational period of innovation and acclaim, Reed
College, like many other colleges in the country during this period of time,
suffered a time of crisis and decline. The War effort drained Reed of its students, faculty, and resources. Foster endured increasing pressure from the
Trustees, and the local press mercilessly criticized his politics and educational philosophy. Tired of the war, suffering from a low endowment, and facing
the waning support of trustees, a “carefully tailored” news release explained
why Foster resigned the presidency of the college in the fall of 1919. As
Johansen puts it, “behind the verbal façade there were other grim realities;
not just money, but continuing and conflicting views on the ‘nature and
scope’ of the College itself.”82 In the midst of Reed’s turmoil, Hart initiated
negotiations to resume his teaching position. Reed’s Council of the Faculty,
which ran the college in Foster’s absence, was not anxious to reinstate him.
The Council sought stability and Hart represented past controversy. With
Hart’s friend and principal supporter, Foster, gone, the Council hesitated and
finally denied Hart’s offer, refusing to reinstate him to the faculty.83

Standing Firm on Shifting Sand?
In all, Hart and Foster demonstrated their commitment to the principle
of academic freedom, even—or especially—in the face of hostility and professional risk. Because both men stood by their convictions, we think it is reasonable to conclude that they lost their jobs because of their deliberately “full
and frank” enactment of academic freedom. This point is even more important in light of the fact that in 1918, the AAUP altered its commitment to the
original 1915 Principles.
The AAUP’s “Report of the Committee on Academic Freedom in
Wartime”was produced by a special subcommittee of the General Committee
on Academic Freedom and Tenure.84 The subcommittee, led by Arthur O.
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Lovejoy, found that the 1915 Principles were written and ratified during a
time of peace and that it was necessary to reinterpret the principles in a time
of war. Lovejoy took great pains to shore up the patriotic credibility of
American universities, boasting that they had done more than any other
institution to fill the ranks of the military and that it has been their “supreme
pride to have trained a body of youth, who in this time of testing of our
national fibre [sic], have with the rarest exceptions manifested a splendid and
self-devoting loyalty to the cause of their country.”85 Whereas the American
university in 1915 had been an “inviolable refuge” from the “tyranny of public opinion,” it now listed its “direct and indirect” influence on public opinion
among its other contributions to the war effort.
The report highlights the matter of treason, warning that the heightened
tension during a time of war often leads to the charge of treason being equivalent to its proof.86 While the report concedes that clear acts of treason should
be handled by governmental authorities, it maintains that the public statements and acts of a citizen who happens to also be a university professor
should remain matters of academic freedom and, as such, should be adjudicated by a faculty committee per the 1915 Principles. Still, four detailed recommendations for how the university should approach academic freedom
during times of war are noted. While the third and fourth recommendations
argue that professors cannot be forced into voluntary war efforts or be dismissed solely due to German or Austro-Hungarian ancestry, the first two
deal directly with matters of freedom of speech and obedience to law, topics
of significant interest to Hart. The first is that those convicted of breaking the
law should be immediately dismissed from the university, while those who
are under indictment should be temporarily suspended from their university
duties until a verdict is reached. Regarding conscientious objectors, the report
recommends the matter be left to the courts without “supplementary
disciplinary actions” from the college or university—as long as it is established by a faculty committee that the professor has refrained from distributing propaganda or proselytizing both within and outside the university
walls.87
The report takes up propaganda, specifically as it relates to matters of
conscription, in its second point of clarification on academic freedom during
war. Disseminating propaganda for the purpose of causing others to resist
lawful forced military service is, the committee argues, grounds for immediate dismissal, as it directly promotes disobeying the law. However, since the
declaration of war is a congressional power, opposition to the war becomes
opposition to the law:
Before war is declared, it is any citizen’s right to oppose such a declaration; while the war is going on, it is his right to express his opin-
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ion as to the terms upon which peace is to be concluded, and as to
the wisdom or efficacy of proposed measures and instrumentalities
for the proposed conduct of war; but it is not his right between the
declaration of war and the conclusion of peace to obstruct or impede
the execution of any measure lawfully determined upon as requisite
for the safety of the country and the successful prosecution of the
war.88
According to the report’s subsequent examples, statements about the categorical immorality of war qualify as openly hostile to the government’s lawful war efforts, and while they may be permissible (if also distasteful) during
peacetime, they are “manifest incitement to disaffection and public disorder”
during wartime.89
Such a shift in position was anathema to Hart (and Foster), at least considered in light of their own words and actions before and after 1918. Indeed,
from 1917 to 1919, Hart was arguably more willing to stand up to jingoism
and xenophobia than at any time in his career up to that point. The ultimate
determination may hinge on whether the “full and frank” version of academic freedom should win out over the “temperateness” side of the issue. For
Hart, there is no mistaking that he championed and enacted the “full and
frank” version, unwilling to let wartime hysteria and paranoia limit his constitutional rights and his unwavering defense of academic freedom as it was
first articulated in the 1915 Principles.
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Dr. Alonzo Crim was the first African American Superintendent of
Atlanta Public Schools (APS). He served in that role for fifteen years, from
1973 to 1988, during a tumultuous time in U. S. educational history. These
were the post-Brown years, when court-ordered desegregation mandates led
to widespread busing, the creation of magnet schools, and the implementation of alternative means of promoting racial integration.1 Nationwide, the
court mandates were met with acts of resistance—including in Atlanta,
despite its historic role in the U. S. civil rights movement. Ebenezer Baptist
Church (where Martin Luther King Sr. and Jr. preached) cast a tall shadow
over a city where many public school educators and students fled to the suburbs to escape integration. Amid these challenges, the APS school board
hired Alonzo Crim as the system’s new leader.
Crim came to Atlanta with an impressive resume, despite humble origins. He earned a Bachelor of Arts degree from Roosevelt College in Chicago
and began his career as a teacher in Chicago Public Schools. Crim rose
through the ranks in that system by becoming an elementary school principal, high school principal, and district superintendent. In 1969, he earned an
education doctorate from Harvard University and, shortly thereafter, accept-
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ed the superintendency of the Compton School District in California.2 In
1973, APS leaders decided the city needed a new and dynamic African
American leader to stabilize the struggling system. They found one in Crim.
In our research, we sought to identify the challenges and triumphs of
Crim’s tenure in APS by situating his superintendency within national issues
of the 1970s and 1980s.3 To fully understand his significance as superintendent, we had to examine his failures as well as his successes. We found that,
despite the important role he played in Atlanta during the critical post-Brown
years, there is very little academic literature on him. There is, however, an
abundance of literature in the field of African American studies, and especially on African American education.4 Consider, for example, detailed studies of
emancipation and education during Reconstruction,5 works on black teachers’ efforts in Jim Crow era segregated schools,6 and other works that have
examined civic activism7 and urban education in the African American community.8 Yet fewer books exist on African American educational leaders.
Like Crim, early African American educators such as Horace Mann Bond,
Deborah P. Wolfe, Ulysses Byas, and Benjamin E. Mays sought to improve
education for African American students.9 In the early 1970s, African
American superintendents dramatically increased in number, with evidence
of this growth underscored by the establishment of the National Alliance of
Black School Educators.10 Nevertheless, very few works describe the leadership of long-lasting African American superintendents. No book-length
biography of Alonzo Crim is extant, nor are there scholarly articles about his
career. Yet, he was able to maintain a long, fifteen-year tenure at the helm of
APS. Such longevity prompts scholarly interest in his leadership.
As two white scholars who seek to study and analyze an African
American subject, several concerns arise. Although historians continually
seek objectivity, we engage in this project with a recognition of our own subjectivities that— no matter what precautions we may take—might never be
overcome. To provide perspective, we have interviewed Crim’s friends and
family, not to draw conclusions about his personal life, but to understand the
significance of his tenure in APS.11 We hope our work will inspire future
scholars to research the life and work of Alonzo Crim and other African
American educational leaders. Such research contributes to an understanding of a poignant and defining moment in southern public school history,
and the role that Crim and other educators played in it.

Paving the Road to Atlanta Public Schools
Alonzo A. Crim was born in Chicago, Illinois on October 1, 1928, the son
of George Crim and Hazel Howard.12 Crim’s upbringing shaped his belief in
the power of the community to educate children. As his parents were not
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allowed many educational opportunities, Crim stated later in life that it was
through his community of supporters that he was able to come to value the
importance of education.13 Beginning work at eight years old as a newspaper
delivery boy, he was the product of the Depression and grew up in modest
circumstances. By twelve he became a stock boy in a Chicago warehouse, and
was able to give half his salary to his parents and keep the remaining half for
his personal expenses. Although he was an African American male and
opportunities were limited, his parents believed that he had the potential to
attend college. Crim’s involvement in the YMCA further reinforced his confidence in his ability. Additionally, his work with the Hull House settlements,
Lincoln Center, and the Henry Booth House influenced his desire to dedicate
his life’s work in service to other people.14
Crim initially attended George Williams College, but completed his
Bachelor of Arts degree at Roosevelt College in 1950.15 He began his teaching career at Jacob Riis Elementary School in Chicago during 1954, the year
of the Brown decision. Crim worked at this racially mixed school for nine
years and reported he learned from his Riis colleagues (predominantly single, white females) how to reach more of his students, to meet “the challenge
of educating all God’s children.”16
Crim’s experience at Riis also prepared him for graduate work at the
University of Chicago where two professors, John Goodlad and Allison
Davis, encouraged him to refine his teaching. Goodlad believed in community involvement to change the schools that currently exist. His unabashed
optimism would influence Crim’s own leadership practices later in his life.
Crim earned a Master of Arts degree from the University of Chicago in 1958.
In 1961 (the year that Atlanta schools officially desegregated) he was one of
only five African Americans to pass the Chicago principal examination.17 He
became the principal of Whittier Elementary School, which had an all-white,
predominantly Slavic student body. He made frequent classroom visits to
establish a rapport with teachers to work together in partnership; Crim also
believed in frequent and significant communication between parents,
teachers, and principals as being essential to a school’s success.18
When offered the chance to develop a school from the ground up for
illiterate adults, Crim could not resist the opportunity and in 1963 became the
principal of Chicago’s Adult Education Center.19 The success of the center led
him to testify at a hearing of the Health, Education, and Welfare Committee
chaired by Congressman Adam Clayton Powell in Washington, DC. This
experience helped Crim realize the importance of politics in American education, an understanding that would serve him well in his future career.
Crim then accepted a position as principal of Wendell Phillips High
School. It was one of Chicago’s first African American high schools and had
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a long tradition of excellence. Like many urban public schools, Wendell
Phillips faced its share of problems: a large student body of 4,000 teenagers
(most of whom lived in housing projects), an eighty percent attendance rate,
and a pressing dropout problem. Crim immediately addressed these challenges, organizing the teachers in teams to help make the school a safe and
welcoming environment.20
Crim enjoyed Wendell Phillips High School but believed he needed to
challenge his mind against the best students in the United States. He
enrolled in the Harvard Graduate School of Education where he earned an
Ed.D. in 1969.21 He reported that his years at Harvard, guided by his advisor
Herold Hunt, helped him develop faith in his abilities to become a superintendent, and also aided him in being able to handle the hurt and suspicion
of racism. During his graduate work at Harvard, Crim was promoted to be a
district superintendent in Chicago. In 1970, he became superintendent of
Compton, California High School District, which later merged with the elementary schools to become the Compton Unified School District.22
Compton presented significant challenges that Crim welcomed.
Compton is contiguous to Los Angeles’ Watts district, which in 1968 had
experienced race riots that garnered national attention. Its population was
predominantly African American and Hispanic. When the Black Panthers
threatened to take over Compton High School, Crim invited the group to his
office for a discussion. The result of this meeting was an agreement that the
student body could vote on whether or not they wanted the Black Panthers
on campus. By a 3-1 ratio, the students voted the Black Panthers off campus.
Through measures such as meetings and voting, Crim brought community
support to the district and helped to improve conditions in the schools.23 His
leadership reflected a desire for the community to be active and committed
stakeholders in its school system. By providing the students with agency he
allowed democracy to strengthen his own authority, thus demonstrating how
respect is to be earned by the school community, and not forcibly demanded.
When Crim was invited to interview for superintendent of APS, it was an
opportunity he could not refuse. He noted in 1973 that he had “always been
of the opinion that Atlanta is in the vanguard of solving some of the social
problems” that plagued the nation’s school systems.24 As the center of the
civil rights movement and the home to the Atlanta University Center, Crim
regarded the Atlanta superintendency as an attractive prospect for students,
the city, and his career.

Historical Overview of Segregation and Integration in Atlanta
Atlanta was shaped by a long and troubled history of race relations.
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Henry Grady (1850-1889), editor of The Atlanta Constitution and political
leader of the city, viewed Atlanta as capital of the “New South”– a segregated but sophisticated urban capital. Modern understandings of segregation
developed during Atlanta’s rapid industrialization (and accompanying railroad expansion) during the late nineteenth and early twentieth centuries. The
city, a transportation hub, enacted laws to clearly divide the races in the close
quarters created by new public transportation.25 Under Atlanta’s thin veil of
sophistication brewed a cauldron of racial injustice and strife, a situation that
would reach its boiling point during race riots in 1906 when bodies of slain
African American citizens were placed under the statue of Henry Grady to
display some Atlantans’ contempt for his vision of the “New South.”26
The city’s segregated school system began in 1872 when missionary-led
elementary schools first opened their doors to African American children.
Many schools opened and closed in the period following the Civil War, but it
was not until 1924 that the founding of Booker T. Washington High School
gave African American Atlantans the means to pursue a secondary education.
The school opened as a part of political compromise, and it would remain the
only African American high school until 1947.27 Inequality was expected for
African American Atlantans; underfunded and overcrowded schools (coupled with job and housing discrimination) remained the status quo for many
years to come.
In 1958, in Vivian Calhoun vs. A. C. Latimer, the court found APS to be
segregated, and ruled the schools must desegregate within a reasonable time
period.28 As in the rest of the country, desegregation occurred at a sluggish
rate during this period; of the 100,000 students in APS in the 1961-1962
school year, nine African American students attended four predominantly
white schools. The NAACP became increasingly frustrated with the slow
pace of desegregation in Atlanta, and pressure continued to mount for the
system to comply with the court mandate. Desegregation implementation
increased to two grade levels per year (as opposed to one). In 1965 the district court ruled that Atlanta’s existing desegregation plans had not sufficiently integrated the city’s African American and white school-aged children.29
Yet, Atlanta’s demographics were changing, and APS was becoming a majority African American system. The 1970 census revealed the population of
Atlanta had changed from being majority white in 1960, to majority African
American in 1970. The total white population had decreased by more than
60,000, while the African American population had increased by over 68,000
residents.30 Between 1965 and 1972, APS saw its white student population
drop from almost 53,000 to 28,000.31
Atlanta’s reputation suffered in the early 1970s, despite a carefully crafted image consistent with Mayor William B. Hartsfield’s slogan that it was a
“city too busy to hate.”32 It had become clear to many that racism and dis-
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crimination were very much imbedded in Atlanta’s social fabric. These problems would soon manifest themselves as economic failures if the city’s citizens did not adopt a new plan of action, especially with regard to public
schools.
As early as 1968, the Supreme Court case of Green vs. New Kent had
determined that the Freedom of Choice integration programs (such as those
used in Atlanta) were not effective means of adequately complying with
desegregation mandates. This ruling brought the then-APS superintendent
John Leston under increased scrutiny.33 When he announced his intention to
retire, APS began a nationwide search for a new chief school executive–one
who could help to unify the increasingly fragmented school system, community, and commercial enterprises of Atlanta.34

The Compromise of 1973
Atlanta had long placed the needs of the business community at the
forefront of political concerns. In the 1920s and 1930s, a myriad of Atlanta
businessmen had acted as commercial and political cheerleaders for the city.
Following in the footsteps of Henry Grady’s “New South,” men such as Louie
Newton and Ivan Allen Senior coined phrases like the“Atlanta Spirit”and the
“Forward Atlanta Movement” that sought to dispel allegations that the city
was a backward and stagnant southern town. They wanted to replace these
stereotypes with the image of a thriving southern metropolis that had much
to offer northern and foreign businesses. The lessons taught by the progressive Atlantan leaders of the first half of the twentieth century continued to
hold significance in the later half of the twentieth century, as well.35
Despite these efforts, discrimination did not dissipate within Atlanta,
and meaningful change was as elusive as ever. Fears of racial violence, acceleration of white flight, and the denigration of “New South” proponents finally pushed citizens and business leaders to attempt to reach a compromise
with civil rights leaders to substantially integrate APS. In 1973, the Action
Forum, a group of white- and black- owned businesses, helped to create an
environment that led to the school board’s acceptance of a compromise
agreement. Underpinning the discussion was a desire on both sides of the
color line to limit cross-town busing for fear it would only accelerate white
flight and the growth of private schools. Additionally, both sides wanted to
avoid the racial violence that had plagued other southern cities such as Little
Rock and Birmingham.36
White leaders who were parties to the compromise discussions (such as
Coca-Cola CEO Robert Woodruff and former Atlanta mayors William B.
Hartsfield and Ivan Allen, Jr.) yielded to some requests of the civil rights
leaders.37 However, the compromise that was reached in 1973 angered civil

56

The Challenge to Create a “Community of Believers”

rights leaders as much as it satisfied them. The New York Times reported that
the Compromise of 1973, as it was called, signified that Atlanta had accepted the minimum desegregation of students for the maximum integration of
administrators.38
Under the compromise, Atlanta’s superintendent would be African
American; fifty percent of the APS administrators would also be African
American, including those in higher level administrative positions. This
degree of administrative integration was not paralleled at the school level for
teachers and students. The compromise called for the redrawing of attendance zones with only 4,800 of APS’s 92,000 students to be bused in a majority-to-minority transfer program.39 While this number seems staggeringly
low, the enrollment decline among white students did not leave much room
for integration via cross-town busing. With a student population that approximated eighty percent African American and twenty percent Caucasian during the 1972-1973 school year, the negotiations were limited by the small
number of whites still left within the school system.40 Since one of the goals
of the compromise was to pull Caucasian students away from the burgeoning private schools and suburbs and return them to APS, the compromise
sanctioned the creation of magnet schools throughout the district.41
The actions by the school board and Action Forum drew the notice of
civil rights leaders, both locally and nationally. Although the compromise did
much to placate various stakeholder groups in Atlanta, many local community activists and other civil rights leaders such as Reverend Ralph Abernathy
opposed the plan. While the compromise found support from future Atlanta
mayor Andrew Young and former Morehouse College president Benjamin
Mays, their acceptance was not enough to satisfy the NAACP,42 whose leadership felt the plan did not do justice to the long and intense struggle for
desegregation through court cases. Roy Wilkins and Bishop Steven
Spottswood of the national NAACP leadership were so infuriated with the
compromise that they suspended the Atlanta members of the NAACP for
their support of the agreement.43
The search for a new APS superintendent resulted in the vetting of many
prominent African American educators. Two names quickly came to the fore:
Alonzo Crim of Compton, California and Johnnie Jones of Miami-Dade,
Florida.44 While the search for the ideal candidate was held in closed door
meetings, both Crim and Jones participated in public meetings where citizens were able to question them for up to two hours concerning their ideas
and strategies for the improvement of APS. After the public hearings were
complete, the school board made a unanimous decision in support of Crim.45
Crim’s credentials, experience with a majority-African American school
system, and attention to community stakeholders appeared to offer the combination needed to guide Atlanta’s troubled school system. His expressed
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desire to be attentive to all members of the community helped to gain the
support of business leaders. They noted with interest Crim’s comment that
access to all of Atlanta’s governmental and industrial resources provided APS
with the ideal opportunity “to think beyond the closed classroom” as there is
such “a rich classroom” in “Atlanta.”46 Although the Compromise of 1973
may have troubled many civil rights leaders, Crim declared that he would do
everything he could to engage all citizens of Atlanta in the public schools. An
astute political player, he realized that to enhance educational opportunities
for African American students, he needed to improve educational opportunities for every student in the city.

APS Superintendency, 1973-1988
Crim began his leadership of APS by going straight to work in calming
racial tensions and engaging community stakeholders in the school system.
APS stabilized during the Crim superintendency, even though white flight,
school closings, and teacher strikes all occurred in his administration. Crim
had critics, some of whom felt he was indecisive, and others who said he was
too decisive. Yet, when the dust settled, student achievement and attendance
improved and community involvement was at an all-time high. Crim also
gained national and international recognition by participating in committees
and panels where he offered insight on U. S. public education.

Crim’s Arrival
When Crim arrived in Atlanta, he faced a citizenry that generally favored
a change in the superintendent’s office. Local newspapers were filled with
welcoming remarks and coverage of Crim’s initial meetings. African
American newspaper articles cited how Atlantans were “pleased” with the
new superintendent and positively euphoric about his “excellent credentials”
and “enthusiasm.”47 Unlike his predecessor, Crim welcomed the press and
viewed their interest in him and the school system as an additional opportunity to reach out to the community. He would need all the support that he
could muster. After years of legal disputes that marked his predecessor’s
tenure, Crim hoped to change the focus away from integration and toward an
interest in the quality of the education APS students received.48 Yet, even
before he moved to Atlanta he faced tough questions from Atlanta
Constitution education reporter Steve Stewart.49 Stewart pointedly asked
about the future of whites in the APS administration given the compromise
plan, which required Crim to increase the number of African American
administrators in the system. Crim diplomatically responded that both competent whites and competent blacks would have a great future in APS. The
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reporter also asked what Crim would do to stop white flight from the school
system. Crim stated that he believed providing a quality education would
help stabilize Atlanta’s schools, noting that “[W]e want to improve the quality of life in the total community where people see Atlanta as a desirable
place to live and as a place that they want to send their children to school…
[W]e seek to develop such a school program that those who left will want to
return.”50 Yet Crim continued to face questions about how he would handle
the problem of white flight well into the early part of his administration in
Atlanta.
Crim clearly understood the weight of his responsibility as the first
African American superintendent, as he told a newspaper reporter that such
a role carried an “extra challenge.”51 He knew he was a role model, not only
for African American educators, but for the entire African American community. He had only recently arrived in Atlanta when a close friend (Marcus
Foster, an African American superintendent in Oakland, California) was slain
after leaving his office.52 The murder must have been alarming to Crim, and a
not-so-subtle reminder of the dangerous consequences that racial violence
can bring. Perhaps the event made him even more cognizant of the need for
local community support. To Crim, this meant having parent and student participation in school decisions and policies.
Crim’s decision to involve the community in educational affairs was such
a drastic change from prior administrations that the local newspaper called it
“close to preaching heresy.”53 Crim’s approach was in part a tactical maneuver that could bring widespread cooperation after years of disputes. He
noted, “I do things by design…I’m responsible for putting things together
that will affect a lot of people and that’s a heavy responsibility. I don’t want
to be capricious in my decision making.”54 One of the first decisions Crim
made as superintendent was to orchestrate the first-ever convocation of all
APS employees (teachers, principals, maintenance workers, administrative
staff) at the beginning of the school year. The meeting was held in the
Alexander Memorial Coliseum to accommodate all personnel.55 Crim also
addressed community concerns at many “town hall” meetings that fostered
communication with constituencies and gathered support for APS policies.

Crim Challenged
Crim faced several important issues early in his tenure as superintendent. After the initial honeymoon period, he traveled a rocky road in his first
two years. Crim believed more attention needed to be directed to educational successes than failures,56 noting that “we’re constantly under a microscope…it’s an uphill struggle against the attitude that anything predominantly black is bad.”57 Nonetheless, APS faced several challenges. One issue
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of grave concern was the number of students who used illegal drugs. When
a 14-year-old student was shot and killed after inhaling toxins, Crim made a
public plea that “we can at least do our part in controlling these materials to
minors” and asked storeowners to prohibit the sale of chemicals, such as glue
and paint, to young people.58 Another concern was the academic performance of students, particularly in math and reading. Atlanta school children’s
scores came under intense criticism because they had fallen significantly
behind many schools in the state, with only fifteen percent of APS graduates
continuing on to college.59 Issues of corporal punishment also came before
the school board. In direct contrast with several board members who supported corporal punishment, Crim opposed spanking, using a strap, or other
means of bodily harm, preferring instead to appeal to students’ minds.60 Yet
many Atlantans disagreed with his stance. Board of Education member Bill
VanLandingham stated, “If my kids act up and refuse to mind, I want their
bottoms spanked,” an opinion that corresponded with Georgia state law.61
By March 1974, Crim faced open public criticism.62 The nine member,
predominantly African American Board of Education complained that it was
not being informed of the superintendent’s administrative decisions. June
Cofer, a white veteran board member, suggested that perhaps Crim was trying to please too many people. Another contentious issue occurred when
some (mostly white) parents initiated the creation of the system’s first
open—or unstructured—school, reflecting a 1960s innovation that traditionalists criticized in the 1970s. Board members suspected the parents’ support
of the open school was a means of avoiding busing.63 Crim also faced opposition when Julie Sugarman—administrative aide to Maynard Jackson,
Atlanta’s first African American mayor—was granted a prohibited “out of
zone” transfer for her children. Crim noted he regretted the transfer but
wished board members would spend their energies on “more serious problems,” which further angered some board members.64
Indications that racial issues still plagued the school system were evident
in the criticism that Crim did not actively seek to hire more white teachers.65
The Atlanta Constitution published an unflattering account of the public
schools, in an article titled“City in Crisis.”Crim responded that he questioned
whether the schools faced a crisis or a challenge.66 In a methodical and logical manner, he delineated the six objectives of the school system and the
means by which the objectives were to be accomplished. Stating that demonstration of improvement in student learning was paramount, Crim provided
statistical evidence of gains already achieved, such as an increase in student
achievement scores on the 1974 Iowa Test of Basic Skills (ITBS). Other objectives included the creation of a reading center to train faculties, a grant to
establish reading and math centers in nineteen schools, a curriculum revision
project, a monthly newspaper to facilitate communication, the development
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of a Parent Handbook, and an APS facts brochure. The objectives were
accomplished despite financial cutbacks in the system due to declining
enrollment.
Crim also responded to claims that APS was heavy with administrators
by noting that the system would be in compliance with the state guidelines
for appropriate staff ratios for the 1975-76 school year.67 When The Atlanta
Journal published an article that was critical of APS, the chairman of the
NAACP Education Committee, Nathaniel Ingram, responded that the series
was intentionally planned to discredit Crim. Ingram further noted that the
article revealed the prejudice of the newspaper’s source, who referred to Crim
as an “SOB.” Ingram argued that the history of inequities in the school system were longstanding issues for APS, not Crim and his administration.68
Interestingly, criticism of Crim ceased when he became one of five candidates interviewed for superintendent in the Chicago Public Schools.69
Chicago had been Crim’s home, so he was drawn to the position. In order to
assure Crim of their satisfaction with his performance in APS, the Atlanta
Board of Education passed a unanimous vote of confidence in hopes of
retaining his services.70 After the Chicago interview, and the vote of confidence, Crim withdrew his name as a candidate. He discussed the matter with
his wife and family and decided it would be best to remain in Atlanta.71

Crim Acclimated
Crim’s support in Atlanta increased after he decided to stay in the city. In
1976, the Georgia House of Representatives commended him for his outstanding service and dedication to the children of Georgia.72 Some criticized
him as a complacent leader because he was soft-spoken and never lost his
temper. This accusation was countered by his former colleagues, who said
Crim’s manner was a testament to his unfailing professionalism and faith in
Christian principles such as “turn the other cheek.” In the mid-1970s the U.
S. was in an economic recession, and school systems experienced monetary
restraints. For urban school systems such as Atlanta, declining enrollments
exacerbated financial problems. Crim had to close many schools, in 1976 setting a record with the closure of fifteen school buildings.73 The closings
caused Reverend Benjamin Bickers, an African American minister, to curse at
Crim, shouting,“You’re the lowdownest SOB I’ve ever met. We’re going to get
rid of you, n——-, if it’s the last thing we do.”74 Crim remained calm, did not
respond, and eventually was escorted from the board meeting by school officials. Remarking on the event, Crim noted that he “may be soft-spoken but
he knows how to say no” and will continue to treat people “with the kind of
respect and dignity that a person deserves.”75
Financial concerns did not end with school closings; decreasing revenues
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also meant labor problems with both teachers and non-instructional personnel. In fact, the State, County and Municipal Employees Union waged a short
strike in response to cutbacks. Declining student achievement and white
flight remained ongoing concerns. Despite these challenges, Crim remained
focused on the goal of educating Atlanta’s children with the support of the
community. He earned reappointment to a second term in 1977.76
Crim received widespread recognition from his leadership of APS and in
1978 was invited to join a national task force to address the problems of
urban education. Members included Jesse Jackson and several other prominent leaders.77 The same year, Crim was one of twelve U. S. educational leaders invited by the Republic of China (Taiwan) to tour Chinese schools. Crim’s
delegation was only the sixth to be invited to the country.78 After going to
Taiwan in December 1980, Crim wrote an APS report about his visits to K-12
and normal schools.79 He concluded that the spiritual wealth of the Taiwanese
people was more important than the economic wealth of its people. He
admired Taiwan’s educational community and criticized the United States for
being too individualistic in its educational goals. In 1983, Crim spoke to the
U. S. Senate’s Subcommittee on Education in response to the National
Commission on Excellence in Education’s report, “A Nation at Risk.” Crim
outlined how his strategies for school improvement began with “establishing
expectations” and “convincing all the relative groups in the city,” adding that
these expectations“can be made to work.”80 Crim’s vision for APS would continue to focus on encouraging all Atlantans to join as stakeholders in the
education of children.

Crim’s Educational Philosophy: A “Community of Believers”
Crim believed that involving the community was essential to the success
of APS. From the beginning of his tenure in Atlanta, the merging of systemwide decisions with community involvement distinguished him from his
predecessor. In 1974-1975 Crim held town hall style meetings in which he
met with over ten thousand citizens to discern the community’s goals for the
school system. The feedback suggested four priorities: increase competency
in reading, writing, speaking, listening, and basic mathematic skills; facilitate
better job placement; guarantee the equal disbursement of resources to all
city schools; and improve communication, not only with the public, but with
students and fellow staff members.81
Crim believed the needs of the community should remain a priority of
the school system, for without local aid the schools would fail. He found support for his initiatives from one of Atlanta’s educational and civil rights
leaders, Dr. Benjamin Mays, president of Morehouse College for 27 years.82
Like Crim, Mays had graduated from the University of Chicago; he later
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served as president of the Atlanta Board of Education.83 Mays was also a
prominent civil rights leader who advised Dr. Martin Luther King, Jr. and U.S.
Presidents Lyndon Johnson and Jimmy Carter. Fourteen years before Crim
arrived in Atlanta, Mays had already addressed African American education
in a 1959 issue of The Journal of Negro Education when he noted that “the
Negro community, particularly the leadership in the Negro Community,
should be more than theoretically concerned with the excessive rate of delinquency among Negro youth…” and that “whether he accepts it or not, some
leadership and responsibility are thrust upon every Negro who rises up above
the masses.”84 Mays’ and Crim’s friendship became an essential element in
the educational community Crim is credited for fostering in Atlanta. Their
partnership helped to encourage what Crim would later term a “community
of believers” to promote success and change in the Atlanta Public Schools.
Crim noted that after supporting his initial appointment as superintendent of
APS,“Mays took me under his protective wings and shared with me his profound knowledge and wisdom” which gave him the ability to bring stability
back to APS.85
While many saw the partnership between Mays and Crim as an asset for
APS, they were sometimes criticized for excessively dominating the school
board. In 1979 the Southern Center for Policy Studies at Clark College commissioned the report, “Consensus Politics in Atlanta School Board Decision
Making, 1974-1978,” which implied that Crim was able to dominate school
board decisions with the assistance of Mays, and that the school board was a
“legitimizing rather than a policy-making entity.” In addition, the report
claimed there was little public participation in school board matters, a critique that came as a shock to the administration, considering the substantial
increase of community involvement since the beginning of Crim’s tenure in
Atlanta.86
Crim, Mays, and several school board members quickly came to their
own defense. Crim stated he “violently disagreed” with the study, and joked
that at times he wished that it could be true, but it was simply not the case.
Crim added that a few years earlier he was criticized for “wavering” too
much, but now he was accused of the opposite disposition.87 Board member
Carloyn Crowder stated that Crim was not given too much power, but that
as he was the top administrator he was “expected to implement policies of
the board and delegate them.”88 Mays contributed to the debate by remarking that he knew of no other “board of education that checks with the community, parents, and superintendent [more] than the board of education in
Atlanta.”89 Nevertheless, parent organizations and all three Atlanta school
professional employee organizations came out in support of the report, indicating they felt left out of some decisions. Crim would have to continue to
work more towards creating his “community of believers” in APS over the
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next few years. Although faith was beginning to be restored in the school system, the critique highlighted the fact that there remained some non-believers within the community.
Two years later Crim detailed how the citizens of Atlanta were transforming themselves into “a community of believers.” In a report he highlighted the accomplishments and challenges that APS experienced since his
appointment as superintendent. Crim identified the groups of important
stakeholders within the community that, through their actions, were becoming believers. He cited students, parents, administrators, teachers, media,
religious groups, institutions of higher education, the Atlanta Chamber of
Commerce, and several local businesses. For example, Cola-Cola executives
had visited sixth and seventh grade classes; Delta Airlines donated stocks to
high-achieving students; and Ford Motor Company provided cars to be used
in auto shop classes. Crim expressed appreciation for the monetary support
from the local companies but, more importantly, saw their support as a testament that the community was restoring its faith in its public schools. Crim
summarized his beliefs in the final paragraph:
Children in Atlanta are increasingly supported by a community of
believers. They are regularly shown evidence that adults from all
walks of life care. Children are given more opportunities to express
themselves on the goals and objectives which they set for themselves and are established for them by others. Students are being
challenged to succeed. Atlanta is a city of believers in children.90
The common thread throughout Crim’s years as superintendent was his
shared vision for creating a “Community of Believers.”91

Conclusion
Alonzo Crim retired after fifteen years as superintendent of the Atlanta
Public Schools. Considering the brevity of most superintendencies in recent
years (with almost half of the superintendents exiting their positions within
three years), Crim’s staying power at APS establishes that he enjoyed a certain amount of success as a leader.92 Improvement did not occur immediately, as Crim realized that “we can’t institute too many changes at once. We
have to concentrate on one at a time… we cannot handle dramatic progress.
We can’t stretch our staffs with expectations of high performance on every
level all at once.”93 He believed that real improvements required high expectations, but understood that all of the needed changes could not occur simultaneously without sacrificing quality.
Unfortunately for APS, integration was never truly accomplished during
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Crim’s tenure or after. During 2010-2011, the APS enrollment was eighty-six
percent African American, eight percent Caucasian, four percent Hispanic,
and two percent Multiracial, Asian, and American Indian, with seventy-five
percent of the students receiving free or reduced lunch.94 The demographics
of APS do not reflect the demographics of the city, nor of the metropolitan
area. But what do these numbers indicate about Crim’s contributions to the
system he led? In 1980, he replied to a report by attorney Margie Pitts Hanes,
who claimed that “education in Atlanta’s predominantly African American
system is inferior.”95 Crim stated that “what is inferior in Atlanta and in our
nation is citizens’ ability and will to nurture and maintain desegregated communities to populate Atlanta and the nation’s schools...” He urged citizens
not to “blame the children for adult failures” or “blame the Atlanta Public
Schools” for this situation.96 Crim could not solve all the challenges posed by
white flight, but he could call attention to the need for community support of
public schools.
According to Matthew Lassiter, the greatest challenge civil rights leaders
faced were not the virulent racists who threw rocks, but the “silent majority”
of middle-class whites who embraced colorblind values but maintained allwhite enclaves and schools.97 The dream of integration remains elusive today,
but is a sacred tenet nonetheless. Alonzo Crim faced enormous hurdles, but
never lost sight of his belief that quality education for all children would
strengthen not only the Atlanta Public schools, but the Atlanta community as
a whole.
Historians need to explore the untold stories of educators who furthered
the cause of civil rights in the post-Brown era.98 While Atlanta faced many
obstacles during this period, its experience with white flight was similar to
that of many cities throughout the United States. African American educators
who became superintendents of large urban school districts in the 1970s
demonstrated varying degrees of success and failure in leading systems that
had been weakened by opposition to desegregation. Today Crim’s legacy is
remembered at the Alonzo Crim Urban Education Center in Atlanta, which
ensures “the availability of a prosperous and equitable school environment
for our children who are least-served by urban schools so as to empower
them and optimize the life chances of these children and families.”99
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Interview:
Martha Tevis

Linda Morice
Southern Illinois University
Edwardsville

When ISEB members gathered in Toronto in
April 2014 for the organization’s annual meeting,
one of the participants was Martha Tevis, a founding member of the society with a longtime record of
service on the Editorial Advisory Board of Vitae
Scholasticae. On the invitation of VS Editor Linda
Morice, Tevis agreed to an interview in which she
reflected on her 31 years of experience with ISEB
and Vitae.

LM:How did you first become involved in ISEB?
MT:I met Joan and Glenn Smith in 1978 at a meeting of the Southwest
Society of Philosophy and History of Education (now SOPHE). Later, in 1980,
I gave a paper at AESA on Lyndon B. Johnson and his contributions to education; it was published in Educational Studies, of which they were editors. (I
received a thank-you note from Lady Bird Johnson for my article!) Joan,
Glenn, and I became really fast friends. In 1982, Glenn wrote a letter, and
sent it to colleagues via the U. S. mail, about the need for a forum for people
interested in biography. He proposed that we meet to present some papers
and discuss founding a society that had to do with biography. Since Glenn
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had been discussing this idea with some Canadians, he thought the association should be international. We met in 1983 at Iowa State. It was a nice-sized
group—about 20 people, as I recall—but not too large. Jack Campbell of Texas
A & M was the first president. Other people present (in addition to Joan and
Glenn) included longtime ISEB member (and former treasurer) Phyllis
Povell, Robert Bernard, and Mike Perko.
When some of the conference participants arrived at the airport and took
a taxi to Iowa State, they had a driver who apparently aspired to a career in
auto racing. He gave them a harrowing ride to campus and scared them half
to death. I’m not sure that anyone in that taxi except Phyllis ever came back
to our meetings. After we got home, we got a mailing that was the first socalled issue of the journal. It was only 2-3 pages long, but it was given a number. Glenn named the journal Vitae Scholasticae (Scholarly Lives). Those of us
who attended the conference and joined the association were on the editorial board, plus a number of people Glenn met internationally.
LM:What drew you to the field of biography, and where were you in
your career when you joined ISEB?
MT:I have always loved biography. When I was young, living in a small
town in west Texas and fairly homesick, I went to the local library, determined
to read every biography. At the time of ISEB’s first meeting I was on the faculty of the University of Texas Pan American. I have been there since 1967.
LM:You were ISEB’s first secretary, and you have held that position
for most of the organization’s history. What duties did that entail?
MT:I send out the calls for papers, and take minutes at two executive
committee meetings and one business meeting each year. I also work with
the president-elect on the conference program and send out reminders of
deadlines. Since I am in Texas, I have made arrangements for conferences at
the Menger Hotel in San Antonio. Although many ISEB annual meetings
occurred in Chicago over the years, many people began to talk about meeting in south Texas because they were cold. San Antonio was getting a name
for its river walk, warm weather, and nice breezes. People liked the historic
ambiance and cozy feeling of the Menger. Its patio has been a draw for people from cooler climes.
LM:How have Vitae Scholasticae and ISEB changed over the years?
MT:The journal has expanded its contributors. (In the beginning, not
many people knew about us.) Vitae used to have more Canadian contributors, and I think we may be getting them back after this year’s annual meeting in Toronto. As for ISEB, there was not much money available for early
meetings. Now we can have a nice wine and cheese reception with good fruit
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punch. In the early years, Glenn Smith would get a decent-sized hotel room,
put bottles of wine in the bathtub, and chill them. We brought in cheese and
crackers and sat on the floor, on beds, on every available surface. That was our
reception, every night, as long as the wine and food held out. We were junior
faculty and were not making high salaries.
Because of the international flavor of the group, we got to know other
cultures in a different way. I recall that one ISEB conference participant was
from another country where women did not enjoy many freedoms, although
he had been in the U. S. for a long time. He was sitting on the floor next to a
young graduate student. She asked him, “If you were in your country, how
would it be different from what we are doing now?” He answered, “Well, for
one thing, I wouldn’t be sitting on the floor, sipping wine, talking to you.”
LM:As a professor and a scholar, how have you used ISEB and its
journal over the years?
MT:In the 1980s we had all been giving papers, and Glenn Smith said
we needed to write a book. So we wrote a biographical history of education
titled Lives in Education. It was published by Iowa State and then went to a
second edition with St. Martin’s Press. I have used that book as recommended reading over the years. I will use it and Vitae Scholasticae in the special topics class I will teach in the fall on the History of Education for Women and
Minorities. In addition, I have promoted the books of ISEB members and am
especially fond of Joan Smith’s biography of Ella Flagg Young. It covers a
wealth of women’s issues in an amazing time. Think of it! Women couldn’t
vote, but you had (in Chicago) Jane Addams on the school board, Ella Flagg
Young as superintendent of schools, Margaret Haley and Catharine Goggin
leading the teachers’ union, and Alice Dewey in the lab school.
LM:What keeps bringing you back to ISEB?
MT:Some scholarly associations have meetings that are very large and
scattered. I love the size of ISEB, although I think we could be a little larger
and still be okay. At ISEB, attendees can hear a large number of the conference papers and have an opportunity to talk about them with colleagues.
That is important, because many scholars have no one else on their campus
who shares this academic interest. I also like that ISEB has a welcoming attitude and feeling of inclusiveness. It is almost like a family atmosphere where
people have wonderfully healthy conversations that are free of rancor. Every
time I come home from an ISEB conference I am refreshed and inspired, anxious to get through finals and do research on papers over the summer. That’s
what keeps me coming back!
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Book Review:
Urban, Leaders in the Historical
Study of American Education
Thalia Mulvihill
Ball State University

Wayne J. Urban, ed. Leaders in the Historical Study of American Education.
Sense Publishers, 2011. ISBN-10: 9460917534 ISBN-13: 978-9460917530.
325 pages.
As a historian/sociologist of higher education, interested in educational
biography projects, I came to this book with high intrigue, hoping to find
companionship among the reflective essays written by a group of historians
who are part of my own intellectual lineage. Many of the contributors to this
volume shaped my curiosities about the history of education and the rich
possibilities of weaving it into the overall tapestry of the history of the
American democratic experiment. Wayne J. Urban, Professor of Higher
Education at the University of Alabama, served as the editor and curator for
the twenty-six essays that comprise this collection, each written by a member of the Professoriate invited to reflect on their journey into and through
the burgeoning field known as the history of education. The contributors’
essays trace significant and memorable moments in their own careers as historians of education including stories about their mentors, the role serendipity played in their career paths, their relationships with publishers, the relationships some had with one another, and the impact their contexts/situations had on their scholarship. These autobiographical portraits were culled
together in such a way that in addition to the fruitfulness of each individual
reflection, they also serve, collectively, as a model for future educational biography projects that, in part, accomplish the documentation of a line of intellectual history desperately needed.
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As readers we are first greeted with the book’s cover, a reproduction of a
portrait of Lawrence Cremin (1925-1990), former President of Teachers
College, Columbia University (1974-1984), often cited as a pioneer in helping to establish the history of American education as a field of study. And
there could not have been a more apt choice than to invite Bernard Bailyn,1
still an active thought-leader at 91 years of age, to write the Foreword. Bailyn
led the way in opening up meaningful opportunities for widened interdisciplinary scholarship. Recognizing the impact Bailyn and Cremin had on this
group of scholars, one might argue that Leaders in the Historical Study of
American Education has a festschrift quality honoring their combined contributions.
Urban provides an astute and important Introduction to the collection.
He recounts the back-story for how the twenty-six contributors were selected and explains that he invited 30 but only 26 completed essays and that he
is acutely aware that the book does not include any “minority contributors.”
Furthermore, he felt compelled to share that three of the four who did not
complete the invited essay were “minority scholars.” The fourth declined
after initially accepting the invitation and quipped that the project perhaps
ought to be left to “old men.” Wayne Urban also shares how he decided to
arrange their contributions (i.e., alphabetically) after consideration of a
chronological arrangement was rejected. This level of editorial transparency,
offered by Urban, is the mark of a historian attuned to the creation of historical records and possible interpretations. He might have additionally pointed out that only seven of the twenty-six essays were written by women. This
is no doubt, in part, due to the composition of the profession during the
timeframe under consideration yet there may be additional ways to ponder
this situation. For example, might there be a higher concentration of women
examining the history of higher education? Urban gives mention to this subset of historians yet does not offer a gender analysis. I am sure that my fellow members of HASHE [a group of approximately fifty Historians within
the Association for the Study of Higher Education] as well as other historians engaged in the study of the higher education context will appreciate the
mention provided. Or perhaps the relatively few women in this volume
might be due to the fact that more women arrived in a second wave. In either
case, perhaps it signals the need for Sense Publishers and Leonard Waks,
professor emeritus from Temple University and the General Editor for the
Leaders in Educational Studies Series,2 to consider another volume focusing on
historians of higher education including those who reflect the growing diversity of scholars engaged in the field.
As part of his editorial framing, Urban laments the pattern of decline in
academic positions for historians of education and wonders about the future
for this foundational field. Kate Rousmaniere offers an Afterword where she
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identifies herself as part of a “middle generation, a student of many of these
founding leaders and a peer colleague of others” seemingly coming to terms
with the untapped potential of educational auto/biography as a vehicle for
moving the field forward. She reflects on her position that “As scholars, we
tend to stay out of the way of our work.” She concludes that these“memoirs”
led her to“look backward and forward, appreciating the foundation on which
my own work is based . . .” (324). Urban’s lament and Rousmaniere’s reconsideration are both aspects of the text that can serve as reminders for why
those who are not historians of education ought to care deeply about the
need to nurture and grow scholars and public intellectuals steeped in the
questions embedded in this field of study. As society seems to be drifting
away from the essential dialogic nature of the “public” dimension of a pluralistic democracy, and a full understanding of what role education plays in its
shaping, educational biographies may be useful tools to re-engage the larger
citizenry.
I’ll conclude with sharing my notes to myself; a personal wish list turned
into a to-do list. This is often how next projects evolve. Contained within
these notes I offer a few names of notable historians of education/higher
education (in addition to those already included in the book) that have significantly shaped my thinking and a few other related ideas. This list is not
meant to be read as a criticism of the current collection for omissions but
rather an example of the further potential for this work, in particular, and the
power of models that employ forms of educational biography more generally. Perhaps others will be inspired to create their own list of intellectual
thought-leaders that have influenced their thinking about the history of education/higher education and build a related project.
1. I wish that some more of my favorite female historians of
education/higher education would have been invited to contribute to this
collection, such as Joan Burstyn,3 Linda Eisnemann,4 Anne Firor Scott,5
Amanda Porterfield,6 and Sally Gregory Kohlstedt.7 They each had a significant impact on my thinking as a historian of education and I would have reveled in the opportunity to read their essays. Perhaps it is time to write about
the impact they had on my own evolution as a scholar.
2. I wish the book contained an index for quick reference to places, people, ideas, etc. as an additional way to map patterns of meaning among and
across these essays. I may need to devise an assignment for my graduate students taking my course on Ethnography and Education to use this book as a
way to practice coding data that will encourage them to treat each essay as if
it were a transcript of an interview and to send them into various related literature including resources about creating Biography, such as Craig Kridel’s
Writing Educational Biography (Garland Publishing, 1997) and Norman
Denzin’s Interpretive Biography (Sage Publications, 1989), as well as narratives
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about an academic life, such as Laurel Richardson’s Fields of Play: Constructing
an Academic Life (Rutgers University Press, 1997), and Mary Catherine
Bateson’s books On Composing a Life (Penguin Group, 1991) and Composing a
Further Life (Alfred A. Knopf, 2010), and examples of imagined conversations
such as those presented in Louis Menard’s The Metaphysical Club: A Story of
Ideas in America (Farrar, Straus, and Giroux, 2002). This project is now on my
writing desk.
3. Most authors provided a list of resources that they identified as important or significant shapers of their scholarship. Some writers created lists
placed within their essays as a sidebar with titles such as: “Books that I found
particularly helpful” or “Favorites from my own work” or “Books which influenced me” while others embedded “bibliographic musings” within the body
of their essays. All were informative and ripe for further analysis about what
we might say about the collective reading culture of this particular group of
scholars and may help to extend the prosopography that this volume has
helped to organize.
There is much to learn and consider when examining research methods/approaches used to collect, arrange, and interpret this type of biographical data. The intellectual history that unfolds using an educational biography lens makes this book a must read for all educational biographers and for
those examining and experimenting with group biography, collective biography, and collective autoethnography projects.

Notes
1
I was introduced to Bernard Bailyn’s work, such as Education in the Forming of
American Society: Needs and Opportunities for Study (Vintage Press, 1960), during my
undergraduate American Studies coursework at Syracuse University in the early
1980s by Stephen Saunders Webb, Professor Emeritus of History, and Ralph Ketcham,
Professor Emeritus of History, Public Affairs, and Political Science. For representative
works by these Maxwell School of Citizenship professors see Stephen Saunders
Webb, 1676: The End of American Independence (Alfred A. Knopf, 1984) and Ralph
Ketcham, James Madison: A Biography (Macmillan Company, 1971). I clearly remember the impact Bailyn’s work had on me as I became increasingly drawn to examining
the inclusion of education as part of the social history of the United States and the
way American Studies and Feminist scholars were helping to blur the disciplinary
lines previously drawn in ways that had previously excluded historians interested in
education as a site of investigation.
2
The stated purpose of the Series is to provide “a comprehensive account of the
transformation of educational knowledge since 1960, based on rich, first-person
accounts of the process by its acknowledged leaders.” The two proceeding volumes in
the Series are titled Leaders in Philosophy of Education and Leaders in Curriculum
Studies.
3
Professor Emerita of Education and History, Syracuse University. Served as the
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President of History of Education Society (HES) (1985-1986) and as the President of
the American Educational Studies Association (AESA) (1995-1996), and author of
Victorian Education and the Ideal of Womanhood (Rutgers University Press, 1984).
4
Professor of Education, Professor of History, and Provost, Wheaton College.
Served as the President of the History of Education Society (HES) (2003-2004) and
author of Higher Education for Women in Postwar America, 1945-1965 (Johns Hopkins
University Press, 2006).
5
W. K. Boyd Professor Emerita of History, Duke University, and author of Making
the Invisible Woman Visible (University of Illinois Press, 1984).
6
The Robert A. Spivey Professor of Religion and Professor of History at The
Florida State University and author of Mary Lyon and the Mount Holyoke Missionaries.
(Oxford University Press, 1997).
7
Professor in History of Science and Technology and author of Teaching Children
Science: Hands-On Nature Study in North America, 1890-1930. (University of Chicago,
2010).
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Book Review:
Williams, Alice Morse Earle and the
Domestic History of Early America
Sarah McNair Vosmeier
Hanover College

Susan Reynolds Williams. Alice Morse Earle and the Domestic History of
Early America. Amherst, MA: University of Massachusetts Press, 2013. ISBN
978-1-55849-988-1. 315 pages.
Alice Morse Earle was a popular historian in the late nineteenth and
early twentieth centuries, author of such books as Home Life in Colonial Days
(1898) and Curious Punishments of Bygone Days (1896). In the decades after
her death in 1911, serious-minded academics sometimes dismissed her work
as trivial “pots-and-pans history,” but for Susan Reynolds Williams, Earle is
much more significant. Williams describes her as “changing our vision of
the American past” and exercising “a new kind of authoritative voice. . .
that integrated the intimacy of domesticity with the scholarly objectivity
required by the historical profession” (15). Instead of a conventional biography, Williams has written a “biographically grounded study” that focuses on
Earle’s scholarly “intentions, her methods, and her significance” (14).
Williams puts Earle’s work in the larger context of turn-of-the-century
America, giving helpful insight into the forces that shaped both her scholarship and the popularity of her books.
To disparage Earle as a “pots-and-pans historian” is to separate her from
the (male) professional historians of her time. Admittedly, she did not always
conform to the standards of professional history. She did not provide scholarly citations in her books, for instance, although she did make clear her
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sources in more informal ways. Also, conceiving her audience as the general
public rather than as fellow specialists, “she found it difficult to sustain the
impersonality and objectivity that the historical profession demanded” (145).
Despite these differences in style, she shared with professional historians a
commitment to careful empirical research, earning praise for her scholarship
from reviewers in the American Historical Review and similar professional
journals. In fact, one might say that her approach to history was more “cutting edge” than that of most of her contemporaries. Her emphasis on the
power of the domestic environment to shape history was distinctive, leading
one contemporary reviewer to class her with a list of prominent professional
historians who were innovators in their fields. Current historians, such as
Laurel Thatcher Ulrich, value Earle’s work as a precursor of approaches now
common among women’s historians and historians of material culture.
Earle’s focus on domestic influences made women significant historical
actors, and her skillful use of material evidence was rare among her contemporaries, who focused almost entirely on archival sources.
Williams places Earle in the larger context of the progressive era, highlighting Earle’s reformist motivations. Earle and her family benefitted from
urbanization and industrialization, and she saw those processes as inevitable;
nevertheless, Williams observes that Earle tended to describe the world of
colonial America as “inherently better than her own. Work was more honest,
craftsmanship finer, family life more stable and continuous,” and people were
more sure of their place in the social order (7). For Earle, her contemporaries
could shape their own lives for the better if they learned about America’s
past. As Williams explains, “like other progressive reformers, [she] sought to
provide social models for newly arrived Americans; she also sought to confirm the power of her white, Anglo-Saxon, middle-class heritage” (134).
Further, Earle’s focus on the physical objects of the past “provided a tangible
and culturally therapeutic link with the past,” giving modern Americans
(shaped by individualism, consumer culture, and an atomistic urban society)
models of thrifty, family-oriented people connected to strong local communities (135).
Earle was a successful author, with “very large sales” and multiple editions of her books (132-33). Her readers seemed to share her ambivalence
about their own time and to crave ways to imagine themselves in the colonial past. They joined in the colonial revival movement by decorating their
homes with colonial antiques and reproductions and even organizing pageants and similar events in which they dressed up in their ancestors’ clothing.
Providing expertise on such topics as China Collecting in America (1892),
Costume of Colonial Times (1894), and Old Time Gardens, Newly Set Forth
(1901), Earle helped make their reenacting and stage setting more authentic.
Indeed, one historian has called Earle “the key individual in this entire surge”
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of colonial revival (2).
Williams has spent twenty years pursuing Alice Morse Earle, beginning
as an inexperienced ceramics curator and continuing through her career as a
history professor. The results of her meticulous research are impressive. For
example, to understand Earle’s work life, Williams located Earle’s letters in
archives scattered around the country, tracked down Earle’s descendants,
studied the marginalia in her books, and explored the libraries where Earle
did research. From this, she reconstructed Earle’s work patterns and research
strategies in remarkable detail. Thus we learn that Earle spent daytime hours
in a nearby library, sending messengers across town to fetch books from
another library, and she did most of her writing and extensive correspondence during all-night sessions while the rest of her household slept.
(Household servants freed Earle from domestic responsibilities that were the
lot of less fortunate women.) Williams’ footnotes and asides show she was
also relentless in pursuing more incidental details, such as the Earle family’s
likely method of travel to their summer vacations (by steamboat) and where
someone could have purchased a piece of furniture Earle disparaged in passing (from the 1897 Sears, Roebuck catalog) (106, 247-48). Those interested in
historiography, material culture, public history, and the colonial revival movement, as well as those simply curious about Alice Morse Earle, will be grateful for Williams’ work.
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