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ABSTRACT

FAITHFUL LABOR:
THE LIFE WORK OF JULIA ANNE KING, 1838-1919

By

Laura Docter Thornburg

This dissertation is the pedagogical and professional biography of Julia Anne King
(1838-1919). King graduated from the Michigan State Normal School (now Eastern
Michigan University) in 1858. She was a tgachcr and administrator in Michigan’s public
schools for twenty three years before she returned to the Normal School to serve as a
professor, women’s advisor, and head of the history department. Through an investigation
of what teaching meant to King, this study reveals that, for her, ideas about gender,
pedagogy, and professionalism were intricately connected to Christian faith. King's
conceptions of woman’s sphere, service, learning, collegiality, social responsibility, and
knowledge were all linked to her understanding of Biblical discipleship.

This study stands in the territory where the history of teacher education, United
States women’s history, and feminist biography intersect. Historians have rarely examined
nineteenth century female teachers who attended normal schools. This study reveals that
teachers, teaching, and teacher education in mid-nineteenth century Michigan were more
complex, and positive, than our current understandings suggest. This research
acknowledges the powerful influences of religious faith in the lives of teachers and teacher
educators, thereby venturing into territory rarely explored by contemporary education
historians or policy makers. The study ends with a history-policy think piece that uses
King’s rich and rewarding life as a normal school student and faculty member to raise

questions about contemporary teacher education.
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PROLOGUE
Faith Of Our Mothers

“Everyone crafts her own life, but the innovative life is harder to live than one that unfolds
through preexisting paths worn smooth by generations of use.”’

And Gladly Teach: Women's Roles and Research Questions

Several years ago, I traveled to a conference to present two papers. Abigail, my then
17 month-old daughter, accompanied me, and my mother met us and served as baby-sitter
while I attended conference sessions. On the airplane, I read about nineteenth century
teachers.> According to Horace Mann, young women “never look forward, as young men
almost invariably do, to a period of legal emancipation from parental control, when they are
to break away from the domestic circle and go abroad into the world, to build up a fortune
for themselves.” In 1972, Keith Melder, quoting Mann, summed it up this way: “women
were ripe for exploitation as school m’ams.”* Melder goes on to reason that, “not all
women submitted to the bureaucracy, but few true rebels stayed within the system. Few
teachers possessed the stamina or forcefulness to lash out against a repressive
orthodoxy.”™ Jurgen Herbst's 1989 history of teacher education has a similar theme of
women teachers as victims. He claims the normal school professionalized every job in
education except the classroom teacher and concludes that women did this devalued work
“sadly.”®

I read this article with Abigail sleeping on my lap in the airplane. I received many
adoring remarks about babies and motherhood, and responded in the affirmative when
asked if we were going to see her grandmother. Several passengers, who must have

1 Bateson, 1989.

2 Melder, 1972.

3 Mann, 1841.

* Melder, 1972, p. 22.
$ Melder, 1972, p. 28.
¢ Herbst, 1989.






assumed I did not work outside the home, since I was traveling mid-week with a baby, even
complimented me for “staying home,” rather than working. Later that day, we ate at the
conference hotel, and, as I requested a high chair, I overheard a table of my colleagues
saying how wonderful it was that these young feminists were challenging the old order.
They applauded the bold woman who would bring her child to a conference, and talked
about fighting patriarchy. We had peas and applesauce.

Was | “ripe for exploitation™? Was I “lashing out against a repressive
orthodoxy”? Was I sad I had chosen to be a teacher? Certainly I was challenging the
status quo, as my family and professional choices were not traditional. However, I did not
seek to ruffle feathers or become a thorn in the side of the mostly male leadership of the
organization hosting the conference. And, finally, I loved my family and my work; I viewed
my teaching, research, and mothering as integrated and hard to separate.

I wondered about the teachers Melder and Herbst described. Would the women
teachers have identified with these descriptions of themselves? Or were these
representations historical prescriptions and contemporary categories into which women
teachers' historical experiences were misplaced? Perhaps the teachers were comfortable
with what might seem like contradictions between their public and private lives, had different
ideas about what it meant to be a professional, and framed their experiences alternatively.

Even contemporary feminist accounts of nineteenth century teachers left me
wondering if, in our desire to expose the oppressive nature of patriarchy, we ignored a
subset of women teachers who worked quite effectively within the system, carving out
successful careers for themselves and influencing both boys and girls to be thoughtful
members of their communities and critical participants in society. Madeline Grumet claims
that female teachers complied with the rationalization and bureaucratization that pervaded the
common schools. She describes how teachers did not institute pedagogy that extended the
mother-child bond, but, instead, they acquiesced to graded schools and large group
instruction. Grumet depends on the generalizations that females were “deprived of the






classical education that most of the males that organized the schools enjoyed,” and assumes
that women did not serve as principals or on committees of visitors. ’

But what about the women who did enjoy a classical education and who did become
administrators —are we to assume that they “sold out” as women, and that they bought into
this system that promoted individualism, conservatism, and presentism? Have the
experiences of the mostly white, middle class, Christian women—who attended normal
schools as students and taught in them as professors, who served in leadership positions in
the early teachers’ associations and woman's clubs, and who published in educational

journals and participated in national academic conferences— been accurately represented?

Autobiography and Constructing the Past

Wondering about these teachers' lives and exploring the history of teacher
education, I was drawn to a woman named Julia Anne King (1838-1919). In histories of
the Michigan State Normal School (now Eastern Michigan University) she was featured as
an outstanding faculty member.® King was of interest to me personally because she
occupied many of the same professional roles I do; she was a teacher, an administrator, a
teacher educator, and an historian. King and I both became teacher educators during times
of reform in teacher education. I admired her because she was able to successfully combine
professional life and personal integrity.

I introduce this historical study of a woman teacher through my biography because I
found that While researching and writing about King my own sense of identification with
her shaped my work. Straddling the roles of teacher and scholar, and of historian and
history teacher, in the context of teacher education is a challenging enterprise, and studying
a woman who did it, in the nineteenth century no less, is inspiring and thought-provoking.
The first time I presented a paper about King, a friend said, “I couldn't tell where you
stopped and King started. The way you've woven quotations by her into your narrative it is

7 Grumet, 1981, p. 181.
8 Putnam, 1899; Isbell, 1971.
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hard to differentiate between her voice and yours.” This was precisely my dilemma.
Studying another woman, who, like me, was a middle-class white woman, a schoolteacher
and teacher educator interested in social change, made it both easier and harder to write this
history.

I had never felt connected to a historical subject, nor had I ever dreamed that I could
be a historian. In their new collection of essays, U.S. History as Women's History, Linda
Kerber, Alice Kessler-Harris and Kathryn Kish Sklar, tell us that they all grew up in “a
world in which history was rigidly limited. It paid little attention to social relationships, to
issues of race, to concerns of the poor, and virtually none to women.”® In 1969, when the
various contributors to their volume were already well on their way to becoming historians
of women, I entered kindergarten. But I too grew up in “a world in which history was
rigidly limited.” For example, as a beginning téacher, my conception of history was based
on ten disconnected undergraduate courses taught by, and about, white men. I spent more
time in college worrying about my social life than about my academic career, perhaps
partially because I found no way to integrate the academic into my personal life.'® 1
enjoyed the conflicts, the conquering, and the ideas of history, but I never felt as if I was
capable of doing history, being a historical subject, or as if history was written to help me
understand my life or issues that mattered to me. Not only did I not personally feel a part
of history, I was quite certain that my students didn’t either. There were people in our text
who looked like my students, but they were shackled in the hull of a ship on the middle
passage, on the wrong side at the Alamo, or huddled in stables during the Japanese
internment.

' Learning this history was not an empowering experience for any of us. I believed
they needed to know cultural literacy basics in order to get ahead, so I taught history as
someone else’s game that we had to learn in order to beat them at it.'" I developed an

? Kerber, Kessler-Harris, and Sklar, 1995. p. 1.
'%See for examples of similar stories, Holland and Eisenhart, 1990, and Grumet, 1988.
""Herbert Kohl takes this stance toward standardized tests in his 36 Children.






adversarial stance toward history because with my limited understandings of what history
was or what historians do, I believed that teaching which foregrounded disciplinary
knowledge was white, exclusive, male, and, therefore, antithetical to teaching for equity and
social justice.'?

I had to wait until graduate school in 1992 to hear about Gerda Lerner. Thereafter I
felt a sense of vigor and excitement about learning women's history, but at the same time I
also felt a sense of betrayal and anger because I was not introduced to it sooner. Historian
Deborah Gray White claims “history is supposed to give people a sense of identity, a
feeling for who they were, who they are, and how far they have come. It should act as a
springboard for the future.”'*> While majoring in history did not do this for me, learning
about King's life did almost immediately. As I sat at my desk, surrounded by papers and
books from my own doctoral study of teacher education and from the curriculum and
instruction class I was teaching to history majors, I began to think differently about my own
circumstances, goals, and decisions in light of the example King's life provided.

Scholars who write about women’s lives in hopes of expanding the historical record
to include the experiences of more women, altering the historical record to more accurately
interpret women’s experiences, and improving the position of contemporary women
through the stories of those women who preceded them, have been called feminist
biographers. Feminist biographers have noted that women, writing about other women, have
a heightened consciousness of the role of gender, and subsequently especially close
relationship with their subjects.'

It is partly the absence of recorded history that sends women now to women

past for the detailed documentation of their daily lives. It is partly because of the
way in which biography, “the writing of a life,” can synthesize, blend and

'2 While working on the early stages of this dissertation I worked with Peter Vinten-
Johansen and G. Williamson McDiarmid redesigning a secondary social studies methods
sequence at Michigan State University and studying our practice as it related to research on
undergraduate students’ disciplinary knowledge in their majors. This experience, in
addition to my study of women’s history and doing my own historical research, challenged
my previous conceptions of history.

13 White, 1985, p. 167.

' Alpern, Antler, Perry and Scobie, 1992, p. 10.






transcend the realms of the public and the private that women are fascinated with
what the genre can provide. It is partly because women have a literary culture in
the developed world, and partly because women have a vested interest in the
nature of power and representation—in the construction of silence, in the
dynamic distortion and denial —that women want to concentrate on the
methodological questions of biography.'*
Thesc issues are not unique to feminist biography, for most biographers enter into
dialogues with their subjects, even when the subjects are long dead. “Any biography
uneasily shelters an autobiography within it,”'® and this autobiographical component
inevitably alters‘ the biographer’s material.

Women teachers' interpretations of the educational past will not distort the
discipline; rather, they can add invaluable new perspectives. Women teachers may be freed,
to participate in the shaping and valuing of historical knowledge and to envision alternative
pedagogical or professional paths. Constructing truths that include multiple standpoints
will lead us closer to “that noble dream” (of objectivity) than discounting some approaches
as too subjective.!” Feminist standpoint theory argues that objectivity is maximized not by
excluding social factors from the production of knowledge but by starﬁhg the process of
inquiry from an explicitly social location—the lived experience of those people traditionally
excluded from knowledge production.'®

My historical research helped me understand more about who I am and the forces
that have shaped my personal, professional, and political perspectives and experiences.
Subsequently, this heightened awareness of my own social location contributed to deeper
understandings about King. For example, in writing King's life I draw from my years as a
“white teacher.” In the ethnically and linguistically diverse, and predominantly poor, San
Francisco Unified School District, I found that in order to teach my students I needed to
understand their life stories. I wanted to respect other people's children enough to hear

them in their own value contexts, but sometimes I failed. For example, one day LaShawnda

“Tles, 1992, p. ix.

"*Murray Kendall, 1965, p. x.

""Harding, 1991; Appleby, Hunt, and Jacob, 1994; and Novick, 1988.
'%Hirsh and Olson, 1995, p. 193-225.
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was so disruptive, inattentive, and loud that I could barely hear the other children. As the
bell rang for recess, I requested that she stay in to talk with me. I opted for an empathetic
approach. “I know how hard it is to have a lot to say and to be excited to say it,” I started.
“Think you and I are a lot alike in that respect. I also have a loud voice which projects well
and I have to be careful about how and when I use it.” She listened more intently than
usual, but with a look of growing amusement regarding my claims about our similarities.
When I finished, she let me know her perspective: “Teacher, in my neighborhood, you
would just be a quiet little white mouse!”

Memories of LaShawnda remind me that as I play upon my similarities with King in
trying to understand the nineteenth-century normal school, I must also wrestle with our
differences. I am aware that I am, metaphorically, “just a quiet little white mouse” in an
unfamiliar historical neighborhood when it comes to really seeing inside King's world.
Similarly, Bell Gale Chevigny, biographer of Margaret Fuller, has written astutely about
how the main challenge of biography lies in recognizing the necessity for distance between
the self and the subject when symbiosis with the subject is a daily goal.'®

While symbiosis with students from backgrounds different than my own was never
entirely possible, my stance was to know them well enough to create an environment where I
could help them articulate and expand their knowledge. Without doing their thinking for
them, or expecting them to think as I did, I tried to support their growth. Mary Belenky and
her collaborators call this “midwife-teaching.”** As historian, my role feels familiar. I
“play midwife” to the reincarnation of a woman whose times are different than my own.
The educational system often over-looked my students, and historians have over-looked the
experiences and perspectives of many female teachers like King.'

Although at times I strive to distance myself and remain detached in an effort to
objectively evaluate the data, at other times, I consciously call upon the empathetic, historical

SChevigny, 1984, p. 356-79.
°Belenky, Clinchy, Goldberger, and Tarule, 1986, p. 217-219.
2K erber, Kessler-Harris, and Kish Sklar, 1995, p. 13.






relationship I have established with King in an effort to understand her better.?> J.H.
Hexter speaks of the first and second records in historical inquiry. The first is something
“out there” that has happened over time in the past. The second record is what each
historian brings to the first record— her questions, values, beliefs, and life experiences.” I
admire King, and as I write about her, I continue to learn, not only about her but also

from her.2*

Reading about how King’s family moved to the city of Adrian so that she could
attend the newly built high school, and how she studied a classical curriculum and
developed close relationships with her mentors as a normal school student, prompted me to
reflect on my own family and the educational opportunities I was afforded as a female
student. When I was fourteen years old, my parents enrolled me in an elite, all-girls day
school. My school's bulletin stated: “We believe that if a girl learns and grows in
surroundings where her voice is not only heard and encouraged, but truly respected, she will
emerge . . . with a keen sense of who she is.”?* My education was not a departure from
family tradition; my mother, grandmother, and great-grandmother attended similar
institutions. My great-great-great-grandfather was Richard Edwards (1820-1908),
President of Illinois State Normal University (1862-1876), who believed men and women
were equally qualified to pursue all knowledge. In an 1868 speech to the Illinois Teachers'
Association, he asked, “Is it not the acme of absurdity for you and me, because we happen
to grow beards, to step forward, with our little measuring strings, and attempt to‘ fix,
beforehand, the scope of women's investigation of truth??® It is with this personal history
that I approached this project.

2Edel, 1981.

BHexter, 1971.

2See Piscitelli, 1994, for a detailed literature review and discussion of striking the balance
between engagement and detachment in biographical writing. Also Chevigny, 1983; and
Weiler, 1997.

25 Castilleja School Bulletin,1981.

2Harmon, 1995, p. 94.
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Kathryn Kish Sklar explains that her work process for Florence Kelley & the
Nation's Work: The Rise of Women's Political Culture, 1830-1900%" developed in three
layers, the first laid by non-biographical questions, the next following a social science
approach to biography, and the final acknowledging a personal relationship between the
author and her subject.?® 1 too began by identifying the history of teacher education as an
area of inquiry and asking non-biographical questions about what visions of teacher
professionalism were embraced and what types of pedagogy were enacted in the nineteenth
century normal school. Then I met Julia Anne King, and I set about constructing a life
history of a woman who was both a student and a teacher at the normal. The more I read
about King, the more inevitable that final layer, where a personal relationship between the
author and her subject develops, became. I think of King as a mentor—a woman who
combined history and social education,?’ who thought that the whole aim of teacher

education was to “put one into possession of his own powers,”*’

and who gracefully
negotiated her way through public schools, colleges, churches, professional journals and
national organizations, inspiring colleagues to say that they had “lived more courageously,
more truly, more fully because of having known her.”"

Like Sklar, I also did some meaningful non-archival research.’? Trying to get a feel
for the places of her life, I have wandered through the towns and the campuses King
inhabited over one hundred years ago. I have stood in the garden of her Pearl Street house
in Ypsilanti and in room forty-nine, her classroom at the normal school. I have walked
along the old plank road that ran from her childhood farm into the small town of Milan, MI,
and I have visited her grave in silent reverence. As I encounter interpretive difficulties I
often turn to her for advice. I consider “What would Julia tell me to do?”’ as a way of
explaining away the worry that the very act of appropriating her life might infringe on her
¥’Sklar, 1995.

*8Sklar, 1992, p. 32.
»King, (unpublished manuscript, no date).
3King, (unpublished manuscript, no date).

31Buell, 1919.
32Sklar, 1992, p. 28.







privacy or even violate her identity. King's words speak to my concerns about truth: “Truth
clothes herself in such varied forms that to hold to ultimate theories would be an evidence of
pedantry, which is worse than ignorance.™’ 1 certainly didn't want Miss King to think of
me as pedantic, so I continued.

My relationship with King has extended well beyond my historical research. I read
King's ideas about peciagogy before preparing lessons or discussing teaching choices with
my colleagues. Having come to know King, I respect my own mother more. 1 am more
inclined to see her as a source of wisdom, and I am more interested in understanding her life
and how it influences me as I compose my own. King, embodied in a box full of her
manuscripts, made the trip across the county with us when we moved. When my husband
struggled with the social ramifications of following his wife to her new job without one of
his own, I thought about why King never married, and when he’d care for our house and
hold me after a long day, I wondered who King turned to for support. King moved into my
first professorial office with me; a portrait of her and quotations by and about her grace my
walls and give me strength as a novice teacher educator. Sklar talks about how actors are
the only other people who “submerge their lives into others” as biographers do.** My
husband is an actor. As he performed Vincent, Leonard Nimoy's play about Van Gogh’s
life, I wondered about how King and Van Gogh, contemporaries, would get along and how
much we are the same or different from them.

As I made decisions about this dissertation, I tried to keep in mind my original aims
in pursuing a doctorate. I decided to leave my seventh grade social studies classroom to get
the credentials I thought I needed in order to participate in an educational policy
conversation about transforming schools and society. I promised myself that I would not
let academia rob me of my identity as a woman teacher. I knew, even then, that the voice of

the woman teacher was important but rarely heard outside of her classroom. Now, many

$King, 1889.
Sklar, 1992, p. 26.
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years later, I hope to contribute to those educational policy conversations about

transforming schools and society by writing educational history.
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Date

Julia Anne King’s Life

1838

Julia Anne King born to Charlotte J. and Hiram King in Milan, M1, a |
small farming village south of Detroit.

King begins public school education at a small one-room log school
in Milan.

King’s father dies and the family moves into the town of Adrian so
she may attend the new Union High School.

King enrolls in and graduates from the Classical Course at the
Michigan State normal School in Ypsilanti.

King takes her first job in St. Claire, MI. She is responsible for
organizing their first graded school.

1860

King returns to the normal school to take a set of courses in modern
languages, which had just been added to the curriculum.

1861-2

King serves as principal in Lansing, MI

1863-5

King serves Principal of Ladies and teacher at Kalamazoo College

1866-1875

King is head of the girl’s department and teaches history, literature,
and modern languages at Flint High School. During this time she is
an officer in the State Teacher’s Association and writes articles for
their journal.

_pe

1875-1831

King serves as principal, librarian and then superintendent of
schools for five years in Charlotte, MI. She is one of the first
women members of the Association of Superintendents of City
Schools. She serves on a board of visitor’s to the normal school
and writes articles for the local newspaper.

1881-1915

King is appointed Preceptress at the Normal School and becomes the
advisor to women students until the position is terminated in the
1890s. She is appointed head of the newly formed history department
in 1888 and in that capacity is part of the faculty council until her
retirement in 1915. She continues to teach a variety of
courses—-mostly history and civics, and to give speeches, publish
articles, and participate in national conversations about history
teaching.

1919

King dies in her home in Y psilanti. Nieces and nephews including
Charlotte, who attended and taught at the Normal School, while living
with her Aunt Julia, survive her.

Table 1. King’s Life
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Chapter 1
The History of Normal Schools and the Voice of the Woman Teacher
“Women's History is a strategy necessary to enable us to see around the

cultural blinders which have distorted our vision of the past to the
extent of obliterating from view the past of half of humankind.”!

In this chapter I discuss the traditional view of normal schools as places deserving
of scorn. Normal schools were nineteenth century teacher training institutions. They have
been characterized by their low status, and their students, teachers, and curricula have
historically been portrayed as deficient.> University professors, educational leaders,
teachers, and even teacher educators themselves have all heaped scomn on teacher
education’s shoulders. The titles of a few books capture the general tone of distain:
Educational Wastelands, The Miseducation of America's Teachers, and Ed School Follies.*

I suggest that by examining women’s lives and experiences this view could be
expanded. For many years, education historians ignored women, in general, and female
students and teachers in normal schools, in particular. In the last twenty-five years,
historians have begun to address the lives of women in schools and the significance of
gender in the history of education. I review this literature. I make a case for a biography of
Julia Anne King (1838-1919), student and professor at the Michigan State Normal School,
as a viable venue for reexamination of normal school history. The life story of this
nineteenth century female teacher calls into question the assumptions on which the
traditional historical critique of normal schools is based. Julia Anne King's experience as a
student, teacher, and professor provide a window into the past through which female
teachers’ experiences look much more complex and positive than historians have led us to

believe.

'Lemer, 1979, p. 180.
2 Thornburg and Ogren, 1999; Borrowman, 1965; Warren, 1985; Goodlad, et al., 1990.
3 Labaree, 1995, p. 1; Bestor, 1953; Koerner, 1963; Kramer, 1991.
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Second, I reveal how, in the process of writing King’s life, I came to realize that her
faith, Protestant Christianity, was the guiding force in her life. I build a case for looking at
the history of normal schools in a new light: with an eye on religious belief and the
influence of faith.

Finally, I suggest that the majority of historical information regarding normal
schools focuses on turn of the century and progressive era institutions, and that King’s
formative years, in the mid-nineteenth century, bring to light a different, earlier, normal
school history. I close this chapter with a brief discussion of what I attempt to do in each of
the following chapters and how my thinking about King has influenced the organization of

the dissertation.

Scorning the Normal Schools

Literature on the history of normal schools can be organized around four
explanations for why the normal schools have been maligned: a) the normal school gave up
on its original noble purpose—to educate teachers for our nation’s schools; b) the normal
school was a sexist institution which limited women’s options; c) at the normal school,
pedagogy was weak and curriculum was technical; and d) the normal school provided
poorer quality teacher education than did the twentieth century teacher colleges.

One of the reasons why normal schools have been so criticized has to do with the
purpose of normal education. Many of the normal schools sold out on their original
charge—to educate teachers who were called to teach in our nation’s schools. Instead of
serving God and country by staffing the common schools, normal schools often became
general education mills for farmers and working class students. “There was a persistent
tendency to move away from what had been the initial —and never quite fulfilled—demand
to prepare teachers for rural classrooms. Instead, students and others sought out normal
schools and teachers colleges in search of post-elementary and, later, post-secondary

14






education.”* Because opportunities for study in recently-settled areas were few, many
students saw the emerging normal schools as an inexpensive means for continued
education. Midwestern and western normal schools seldom, if ever, assumed a single
purpose; they rapidly became “people's colleges.”

Another explanation for the low status of teaching and teacher education has to do
with gender. The argument goes like this: teaching is done primarily by women, women
are generally not respected, so teaching is low status and has little hope of being a respected
profession until women are viewed as equals. Susan B. Anthony warned those interested in
elevating the profession of this possibility over one hundred years ago.® Women teachers
have been characterized as the oppressed in a repressive bureaucracy.” And normal
schools’ students, we are told, did not view teaching as a desirable lifetime career. Rather
they were victimized by a society that limited women’s professional options. Even the
normal school was part of this “treason” described by Herbst. Normal schools
professionalized every job in education— administrator, curriculum specialist, education
professor—except the classroom teacher.® After graduating from normal school, teachers
encountered a professional life characterized by sexism and lack of opportunity. Men
became administrators who were given more power and money than women who mostly
remained simply teachers.

A third, perhaps the most common, and, given their mission to train teachers, most
damaging critique of the normal school, has to do with teaching methods (or lack thereof).

The founders of the early schools were weak on pedagogical theory, since most were
ministers or politicians rather than educators. They saw the need for morality, literacy,
and a modicum of actual knowledge but demonstrated little interest in fostering
creativity, imagination, or independent thought in children. They wanted the United

States to become a politically stable nation of thrifty, virtuous, hard-working citizens and
saw the public schools as instruments for promoting that goal.’

4 Herbst, 1989b, p. 213-214

5 Altenbaugh and Underwood, 1990, p. 143; Wasserman, 1979.
¢ Tyack, 1987.

7 Melder, 1972, p. 28.

® Herbst, 1989a.

% Altenbaugh and Underwood, 1990, p. 140.
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In this description, ministers and statesmen are portrayed as ideologues or control mongers
with little concern for nurturing children’s growth.
Normal schools were often blamed for the poor teaching that took place in schools.
Most nineteenth century teachers were young, poorly paid, and rarely educated beyond the
elementary subjects. They taught in small rural schools, did not have the benefit of teacher
training, and could hardly be considered members of a profession or even bureaucratic
employees.'” Based on two major studies, one on the twentieth century by Larry Cuban
and one on the nineteenth century by Barbara Finkelstein,'' it has become common place to
assume that “teachers in rural and urban schools alike drilled their students in individual or
class recitations with ritualistic precision. Learning was thought to have occurred when the
child could reiterate the information or emulate the skill.”*? Finkelstein’s book on teacher
behavior in popular primary schools in the nineteenth century United States summarizes
this depressing picture of instruction:
Teachers consistently behaved as though they believed that the exercise of reason and
judgment should be discouraged within the classroom setting. Proceeding it is likely,
on the assumption that each student was, in Shakespeare’s words, ‘a beast that wanted
the discourse of reason’, they tried to impose intellectual order by compelling students
to memorize facts... Teachers proceeded as though they believed that all knowledge,
from reading to arithmetic, comprised collections of fact—absolute unchanging, true.
They did not seem to regard knowledge as provisionally held or progressively realized,
as constantly changing and as subject to creative manipulation."
Traditional, didactic teaching for social control and maintenance of the status quo, as
described above is typical of the few secondary sources that exist on the history of teaching.
As teacher preparation became associated with the university, pedagogy remained
low in status relative to the arts and sciences departments.'* Merle Borrowman
characterized the normal school curriculum as single-mindedly technical, emphasizing day-
to-day classroom instruction rather than the critical thinking or academic pursuits associated

' Tyack and Hansot, 1982, p. 17-18.
1 Cuban, 1984; Finkelstein, 1989.

12 Warren, 1985.

13 Finkelstein, 1989, p. 137.

14 Clifford and Guthrie, 1988.
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with liberal education.'® There was a belief on the part of the academy and college
professors that teaching competence is based on, and largely limited to, mastery of one's
subject matter.

A fourth and final reason normal schools have been slighted is because the great
myth of American progress persists. Contemporary United States historians of all types
have debunked the earlier narratives of progress that lined our nation’s history textbooks
and claimed that we have been moving steadily toward a better tomorrow.'® However, when
it comes to teacher education, myths die hard. The use of the word “evolution” in the titles
of two classic studies reveal the idea that normal schools have progressed and gained
something: Elsbree’s The American Teacher: Evolution of a Profession in a Democracy
and Harper’s A Century of Public Teacher Education: The Story of the State Teachers
Colleges as They Evolved from the Normal Schools.'” Even in the 1990s, Altenbaugh and
Underwood chose to title their chapter, in Places Where Teachers Were Taught, *“The
Evolution of Normal Schools.” David Labaree writes about the “Lowly Status of Teacher
Education in the United States” and describes the history of teacher education as “An
Unlovely Legacy.”'® In Frederick Rudolph’s comprehensive study of higher education he
only mentions normal schools twice. When Rudolph discusses how teachers’ colleges
progressed toward full collegiate status, he claims teachers’ colleges were the “outgrowth
of onetime normal schools of high-school level.”'? Second, when talking about community
colleges, he claims that they “developed out of onetime normal schools.” These examples
illustrate education historians' understandings that from the nineteenth century to the present
there has been “evolution” toward better conditions, higher standards, more academie ggor,
and generally improved teacher education.

'* Borrowman, 1953.

'$ For example, see May, 1988.
17 Elsbree, 1939. Harper, 1939.
'8 Labaree, 1994 and 1995.

1 Rudolph, 1962, p. 463.
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Pangburmn also used the term “evolution” to describe the change from normal
school to teachers’ college.?® Her interpretation describes the éhange as being the logical
outcome of increasing enrollment, accreditation, and centralization of administration. Many
educators still think of moving away from teacher education as positive institutional growth.
For example, when interviewing on college campuses in the 1980s, Goodlad noted, “It was
not uncommon for academic administrators to view the decline of teacher education on their
campuses virtually as evidence of a rite of passage signifying a coming of age for their

institutions.”?'

Woman-centered Stories

Why is it that historians have painted this disdainful picture? Might different
historical subjects, methods, questions, or interpretive lenses yield alternate stories? 1
propose that historians have not fully explored the potential richness of the history of
normal schools because we have not studied the lives of the individual women who attended
and taught at them. Without women’s voices or attention to gender, we have an incomplete
view.

Even though many of the normal schools that pioneered teacher education eventually
became the state universities where the majority of our nation’s teachers are still taught,
historians of higher education have rarely studied the diverse experiences of women in
normal schools.?> Most of the teachers in this country were, and still are, women of working
class origins, but much of educational history has not included the perspectives of female
schoolteachers. Even the titles of seminal pieces in the field reveal this omission: for
example, Paul H. Mattingly's The Classless Profession: American Schoolmen in the

Nineteenth Century.®®

20 pangburn, 1932.

2! Goodlad, 1990, p. 20-21.

22 Geiger, 2000; Lucas, 1996; and Rudolph, 1962, all overlook these topics in their
“comprehensive” histories.

23 Mattingly, 1975.
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Even those scholars who hoped to correct the failure of early historians of education
to focus on teachers in the development of public education saw teaching more from the top
down than from the inside out.** Early education historians and recent revisionists alike
cast education history as the privileged domain of policy-makers and intellectual elites.?’
Teachers, teaching, and teacher education are the objects of their investigation, but they base
their analyses on the experiences and perspectives of men who held positions of power in
the normal schools, the State Boards of Education, or at the universities.”* The lives and
ideas of women teachers who attended or taught at the normal schools are generally not
included. This omission has been noted and a call put out for more work in this area. For
example, Linda Eisenmann suggests that Jurgen Herbst’s book, And Sadly Teach, provides
a framework for studying the normal schools into which a teacher- and woman-centered
history can now be fit.?’

In the 1990s, as teachers, teaching, and teacher education became the targets for
improvement in nation-wide school reform movements, they also became subjects of
renewed interest among historians of education. American Teachers was the first large-
scale project to focus on teachers and teaching since Elsbree.”® Editor Donald Warren
claims the various contributors to his volume occupy that band of thought shared by the
overlapping spheres of history and public policy, and that they go beyond *“giving”
teachers’ voice. While this huge volume is clearly a success, it is also a measure of how
much territory remains to be explored. Relatively little is revealed about the experiences and
perspectives of outstanding women teachers—such as the normal school students who
excelled, chose to devote some portion of their lives to teaching, and who, through their lives
as educators, were personally and professionally rewarded. Without their voices, and those
of other people who have been marginalized, we have only a partial history.

*Tyack, 1989.

25 Finkelstein, 1992.

26 Herbst, 1989a; Zilversmit, 1993.
?7 Eisenmann, 1991, p. 221.

28 Warren, 1989.
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There are, of course, historians who attempt to see history through women’s lives.
Women'’s historians have significantly transformed United States History,?® but few of
them have chosen those engaged in woman’s “true” profession as their subjects.’® For
many years historians of education neglected women, and historians of women neglected
teachers and teacher education. Historians uncover the diverse worlds which women
created, providing new understandings about gender, professionalism, and women's culture
and community; however, few of these analyses concern teachers, their schooling, or their
work.
Thomas Woody's two-volume A History of Women's Education in the United
States, and Mabel Newcomer's A Century of Higher Education for American Women, were
carly exceptions to the male bias in educational history.”! Woody was interested in
women's struggle to gain access to educational institutions created mainly for men.
Newcomer sustained Woody's liberal outlook but focused on women's colleges. In the
1960s, revisionist historians of women's higher education began to question if access and
progress should be equated, and argued that coeducational and even women's colleges might
reinforce patterns of subordination.*?
Sara Evans explains how nineteenth century college-educated women had to defend
their choice of career over marriage by saying they would
unleash maternal skills and capacities on a needy world—schooling the young, tending
the poor, and improving the health of women and children... The temporary success of
this argument rested largely on the creation of new female-dominated institutions that,
alongside women's colleges, provided an autonomous base from which women could
support each other in developing new ideas, experimenting with them, and launching
political battles in their defenses.*

Were women forced to limit themselves to these helping professions or did they feel called

to pursue these paths? Did they see this work as limiting or liberatory? Could it be that

2 for example, Lerner, 1979; Kerber, Kessler-Harris, and Sklar, 1995.
3° a notable exception is Hoffman, 1971.

3! Woody, 1929; Newcomer, 1959.

32 Graham, 1975; Conway, 1974,

33 Evans, 1989, p. 148
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while they were still in bonds they were also free? These types of questions have only
begun to be explored.

Scholars interested in gender and education focus on girls’ experiences in primary
and secondary schools* and on women'’s experiences as college students.’* Few of these
authors concentrate on the supposedly sub-collegiate normal school or the women students
who attended the normal schools, where, before the rise of women's colleges and the
acceptance of women at state universities, many nineteenth-century women received the
highest form of education available to their sex.

In a review of some of these titles, Joyce Antler says “more work on such topics as
southern schools, land-grant colleges, religious institutions, and black women’s education
must be done before a complete history of collegiate women emerges.”*® While this is an
important call for further research, her category “collegiate women” is somewhat
misleading, as in the nineteenth century the education system was not clearly delineated into
elementary, secondary, and collegiate. For example, the normal school was, sometimes at
once, all of these, thereby blurring the lines. Research on women’s experiences in
education necessarily includes rethinking what counts as “higher education” and what was
available to women.

In the last twenty-five years there have been an increasing number of studies that
uncover the forgotten lives of women teachers and thereby add valuable new insights to the
history of education.’’ These women’s experiences, in normal schools and other
educational institutions, as students, teachers, administrators, and scholars, suggest that the
negative images of the normal schools as precursors to higher forms of university-based
teacher education are misplaced. Rather than scomn the normals, women’s historians are
now pointing out how the normals provided support, opportunity and advancement for
34 Tyack and Hansot, 1990; Bernard-Powers, 1992.

35 Solomon, 1985; Horowitz, 1984; Gordon. 1990.
:: ?::l:;,arlngsz Clifford, 1981, 1983, 1986, 1989; Prentice and Theobold, 1991; Beatty,

1995; Bernard-Powers, 1992; Palmieri, 1989, 1995; Weiler,1988, 1994; Gordon, 1990;
Rousmaniere, 1997. -
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women. At least some female teachers’ lives seem to contradict the accepted narratives
about the history of teacher education. For example, Holmes and Weiss, in their Lives of
Women Public School Teachers, provide fascinating stories of women public school
teachers, but they do not go much beyond editing diaries.”® If women teachers’ lives are
told simply as stories, outside of the mainstream of educational thought, then they will
remain marginalized.

Marjorie Theobold and Alison Prentice gathered the works of historians of women
teachers from Austrailia, Britain, Canada and the United States. They claim it is essential to
consider the history of teaching part of labor history and to place the worker/teacher at the
center of the inquiry.*® In order to engender education history, education historians must,
like the new labor historians, shift their attention from men who held formal positions of
power to ordinary teachers and their everyday lives. Additionally, they must be willing to
reconceptualize family life, work life, and their intersections; and to look at women's diverse
experiences, as both domestic and paid educators, and their multiple representations of
feminism.*

Ann F. Scott and Geraldine J. Clifford were some of the first scholars of women
teachers to note the possibly liberating effects for some women of nineteenth-century
educational and teaching experiences.*’ While the separation and restriction of roles
controlled women and narrowed their options, it also allowed them a position of moral
superiority from which they could venture outside of the home and into the classroom.
These women’s historians discuss the camaraderie developed among students and
professors at the normals, the enthusiasm the intending teachers had for their chosen work,
the confidence felt by young women who could support themselves, and the peace they felt
knowing they were following God’s will for their lives. Kathleen Weiler’s recent work,
Country Schoolwomen: Teaching in Rural California, 1850-1950, supports the view that
*% Holmes and Weiss, 1995.

* Theobold and Prentice, 1991.

“Baron, 1988.
4! Scott, 1979; Clifford, 1981.
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teaching has been a source of power for women and puts forth a‘vision of classroom
teaching as valuable and intellectually challenging.*?

Many other scholars have written about the potentially liberating nature of teacher
education and the teaching profession. For example, Alison Prentice describes the rules and
regulations regarding the segregation of the sexes at the Ontario Normal School, in Toronto,
Canada, and she points out that “sexual segregation was a two-edged sword. It limited
opportunities for women and emphasized their differences from men. But at the same time
it gave them a base from which to organize a collective resistance and a weapon in their fight
for better treatment as women.™* Another example is Margaret A. Nash’s research on the
Western Female Seminary in Oxford, Ohio. She notes that the women there in the mid-
nineteenth century also embraced a form of separate spheres feminism. They did not
question the distinction between men’s and women’s roles, but they sought to expand the
roles available to women.** Yet another example is Elizabeth Smyth’s study of a Toronto
Roman Catholic teaching and nursing order, the sisters of St. Joseph.** They “dedicated
their lives to the service of God and neighbour through a life-long career in education,” and,
because they did not become wives and mothers nor seek economic independence and
social advancement, “teaching was the actualization of their vocation.™*

Unfortunately, woman-centered contributions have not successfully inﬁltrate;l the
general history of education. Talented historians of women have rarely gotten the attention
of traditional educational historians. Even when respected scholars, who are tenured faculty
members at major research universities, write histories, their findings related to gender are
often not incorporated into mainstream accounts of the history of education, especially in
the history of higher education.’ When scholars who study women teachers, gender, and
normal schools give papers at the History of Education Society meetings, primarily women
2 Weiler, 1998.

3 Prentice, 1990, p. 311.
“4 Nash, 1996.
S Smyth, 1994.

s Smyth, 1994, p. 112.
7 Horowitz, 1995. see for example Geiger, 2000; Lucas, 1996; Rudolph, 1962
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attend the sessions. These women read each other’s work when doing research, but many
of their ideas have not yet infiltrated the grand narrative of educational history which male
scholars still control. Even Geraldine Clifford, Professor Emerita at the University of
California, Berkeley, past-President of the History of Education Society, and author of the
most extensive research on women teachers and gender in the history of United States
education stills feels male historians continue to ignore or downplay the introduction of
coeducation in the story of higher education and treat the normal school, women’s college,
and black college as a sideshow and not part of the main event.*®

It is as if there is a contemporary form of the separate spheres ideology at work in
the history of education, and one group of historians is unable to access the conversation of
the other. In one sphere are the historians who have not yet considered what using gender
as a category of analysis might add to the field, and in the other sphere are the historians
who make that task central to their work. The first sphere is primarily made up of men who
have written books that are considered the most influential and summative works on the
history of education. The other sphere is made up primarily of women who have written
about normal schools, female seminaries, women’s colleges, and teachers.

Luckily, some men do study women’s lives and the ways gender operates in
education, and some women do manage to publish new perspectives that force scholars to
revision the field and reflect their contributions. Senior scholars of educational history,
Geraldine Clifford, David Tyack and Elisabeth Hansot, have published multiple books that
add considerably to our understandings of gender in educational history. In the spirit of the
excellent works by these scholars and their colleagues, and in light of the evidence from
women’s history that suggests normal schools did not deserve the all scorn they receive, a
reexamination of the history of normal schools, and of the women teachers that attended and
taught at them, is in order.

“8 Clifford, 1995.






Biography and Institutional History as Viable Venue for Reexamination
Scholars have acknowledged that there is a gap in scholarship on the history of

teacher education and teaching. In the Handbook of Research on Teacher Education, in the
chapter to devoted to “Historical Studies of Teacher Education,” Wayne Urban says that
he does not deal “specifically with the relationship of teacher education to teaching and
teachers, but that lack simply reflects the omission of the relationship in most of the
historical studies of the topic.”*® In the introductory chapter to Places Where Teachers
are Taught (1990), John Goodlad reflects on why there are so few histories of teacher
education, especially from teachers’ perspectives, and he calls for both life histories and
institutional histories to be written. He says,

the difficulty arises in large part out of the great extent to which historians, in trying to

tell coherent stories of the past, must depend on biography and autobiography. Very

few teachers or teacher educators ever caught the attention of first-rate biographers...

Getting a historical picture on teacher education is even more difficult, because to do so

one needs institutional biographies... The audience for the historian’s efforts to place in

perspective the course of a university’s development, let alone its attention to teacher

education, is modest. Yet the reforms of teacher education— reform necessarily

involving colleges and universities—is a recurring topic of debates, debate deserving a

much better historical perspective than has been available to date.>
I wanted to answer Goodlad’s call—to write a life history of Julia Anne King and an
institutional history of the Michigan State Normal School.

However, throughout this project I had trouble figuring out where my research fit.

At first I thought I was writing a history of teacher education, but there was so much local
variation and so little cross-institutional analysis of nineteenth century normal schools, that
fitting my case study in with others was not possible. Next I considered the broader history
of higher education, but in the history of higher education the normal school has been
virtually ignored. It is not surprising that the Michigan State Normal School, which opened
as a coeducational institution well before state universities admitted women or women’s
colleges were founded, does not fit into a periodization that has been developed for colleges
or research universities.

4 Urban, 1990, p. 70.
%° Goodlad, et al. 1990, p.4-5.







Finally, I looked to institutional histories. The structure of traditional institutional
histories, often built around the administrative terms of male presidents, usually did not
work for my woman and teacher-centered study. However, some institutional histories were
helpful in framing my own. David Labaree’s history of Central High School in
Philadelphia deals with the same time period as my study, includes a focus on teachers and
teaching, and integrates thematic and chronological approaches.*’ John Goodlad’s volume
presents brief sketches of a variety of institutions that prepared teachers, and it includes a
chapter on the state normals.’? Geraldine Clifford and James Guthrie’s study of elite
schools of education focuses on multiple institutions which prepared teachers and deals
with issues related to power and opportunity in teacher education, including gender.**
Palmieri’s study of Wellesley is perhaps the closest to what I was envisioning writing; she
explores the lives of women faculty members, individually and in community, while
studying an institution.**

Ultimately, I decided that the main story was about King. The history of the normal
school would emerge as I wrote about her life. Once I freed myself to think of this as a
biography, many wonderful examples were available.’* One such is Catharine Beecher
(1800-1878) who never taught school, but who was influential in the development of female
seminaries. Many normal school teachers taught in or attended female seminaries before
coming to the normal. Beecher’s advocacy of teaching as an alternative to motherhood, and
as an acceptable domestic role for Christian women, probably influenced King as she made
personal and professional choices. Another influential biography portrays Lucy Sprague
Mitchell (1878-1967) who taught at the Bank Street College of Education. Her methods of
teaching children as “little discoverers” and of making teacher education classes active

centers of inquiry were similar to King’s. M. Carey Thomas (1857-1935) was part of the

5! Labaree, 1988.

52 Goodlad, et.al.,1990.

53 Clifford and Guthrie, 1988.

4Palmieri, 1995.

33Sklar, 1976; Antler,1987; Horowitz, 1994.
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first generation of college women. Thomas was president of Bryn Mawr College, and
although King did not have the opportunity to study or teach in a single-sex environment
like Bryn Mawr, many of the features of the early women’s colleges were adapted from
women’s communities like the one King was a part of at the Michigan State Normal
School.

One of the challenges of writing a biography was that I had to read in so many
different areas in order to understand the complexities of King's life. “Biographers, in
reconstructing an individual’s life, face special challenges, not the least of which is the wide
preparation they need to understand a person’s often multiple realms of activity.”*® I read
the history of teacher education; I read about the historiography of U.S. women’s history
and about feminist approaches to biography; and I read histories of the common school,
woman'’s, and college movements and theories of pedagogy and professionalism. I studied
previously unexamined primary sources, including essays, lesson plans, speeches,
newspaper articles, journal publications, and books that King wrote.’” I read about the
history of the Michigan State Normal School and the men and women who contributed to
its growth and prosperity during the nineteenth century.’® In the research process, I elicited
information about King's life at the Michigan State Normal School, and I examined sources
which provided King's point of view. My assumption was that in order to build an
understanding of the institution which prepared King for her life-work and provided her
with employment at the height of her professional life, the view from the teacher’s desk was
likely to be the most revealing.*

5 Alpemn, et. al., 1992. p.12.

57 Collections of King’s papers are housed in the Archives at Eastern Michigan University
and in the Bentley Historical Library at the University of Michigan.

%8 Two published histories of the Michigan State Normal School exist. In 1899, Daniel
Putnam wrote History of the Michigan State Normal School, and in 1971, Egbert Isbell’s A
History of Eastern Michigan University: 1849-1965 was published. These books are
valuable resources both as primary and secondary sources; both were written by professors
in celebration, at least partially, of their institution. Both of these histories mention
Preceptress Julia Anne King (1838-1919). I also draw from several short biographical
sketches of King from a collection on Michigan educators, the Michigan History magazine,

the Normal School’s yearbook and newspaper, and King’'s memorial services.
% Warren, 1989.
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Julia Anne King

Julia Anne King graduated from the Michigan State Normal School (now Eastern
Michigan University) in 1858. King was inspired by her normal school teachers, studied a
wide variety of academic subjects, engaged in intellectual debate throughout her life, and
encouraged her own students to become socially responsible critical thinkers. King taught
in a one-room school, an early graded school, and a city high school; she served as a
principal and was one of Michigan’s first female superintendents. In 1881, King returned
to the Normal School to complete 57 years of professional service as Preceptress®® and
Head of the History Department. The Detroit Free Press called her “the greatest woman
educator Michigan has ever had,”' but when asked to describe her life King answered with
four simple words: “born and taught school.”®? This whimsical reply was a modest
reflection of the truth, for education in her eyes included the whole of living.

King’s life is a viable venue for a reexamination of normal school history. After
reading the literature which described the nineteenth-century normal school curriculum as
single-mindedly technical and the student-teachers as lacking in formal education,
intellectual capacity, and commitment to the teaching profession,* I thought King must have
been an exception—a strange woman who was given unusual opportunity, achieved a great
deal, enjoyed her work as a teacher and teacher educator, and contributed to the field in both
theory and practice. Nothing in this secondary literature explained how such an
extraordinary nineteenth century woman teacher was possible. It was as if she had lived
outside of educational history and did not belong in America's early public schools. I
wondered how this woman teacher could have been the product of a nineteenth century

% The Preceptress was an advisor to the women students. At some schools the position
was called “Principal of Ladies.” Although the position was in some ways a precursor to
the Dean of Women, at the Michigan State Normal School the Preceptress was a counselor
and a professor who was second in rank only to the Principal, while the Dean of Women
was a policy enforcer who had lower status than professors. This position is discussed in
more detail in Chapter 3.

! Detroit Free Press, May 13, 1919

%2 Lord, 1954, p. 309.

%3 Borrowman, 1953; Herbst, 1989a; Goodlad, 1990; Warren, 1989.
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normal school and, since she was, how accurate and appropriate our historical maps of
teachers, teaching, and teacher education were.

Then I read works in which the researcher made women teachers’ lives central and
struggled to understand their experiences and perspectives. There were many women in this
literature who were similar to King and who were her professional peers.* 1 realized that
what appeared, based on King’s life, to be gaps and misunderstandings in the literature
could be filled in and explained by the work done by women scholars.®* King’s
accomplished life did not seem possible in the conventional history of teacher education, yet
King fit women’s historians’ descriptions of women and their education in the nineteenth
century.

King was an influential woman teacher whose life story has not been widely studied
or published in any book-length form. King’s students and colleagues wrote about her
while she was alive, and a brief biography of King appeared in a 1900 volume on Michigan
Educators.* In 1954 Mary Lord wrote a brief biographical article about King in the
Michigan History Magazine.*’ Lord may have been one of King’s students and seems to
have written little else besides this tribute to a teacher she admired. King is known on the
Eastern Michigan University campus, as there is a dormitory which still bears her name, and
she is featured in both histories of the school.®® Even so, King’s life has not made its way
into the larger history of education; in the last thirty years, when women’s history has

% For example, women in these histories: Clifford, 1989; Palmieri, 1995; Smith, 1979;
Sklar, 1976 and 1995; Ogren, 1996; Waite, 2002; McGuigan, 1970; Bordin, 1993.

% There are some notable exceptions to this women research women and men research men
model. Some examples of men who have done research on women, or with attention to
gender, in the history of education include David Tyack, David Labaree, Rob Levin, and
Wayne Urban.

% brief biographies of King were published in the Normal News (the student newspaper) in
1893 and 1895 and in the Aurora (the school yearbook) in 1893 and 1900. Emnest P.
Goodrich delivered a memorial address at services held in her honor, June 24, 1919. See
also, Educators of Michigan: Biographical (Chicago, IL: J.H. Beers& Co., 1900, p 138)
MCL.

%7 Lord, 1954.

% Putnam, 1899; Isbell, 1970.
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flourished, King has been absent from major collections of famous educators and/or
women.%’

My examination of King’s life is based primarily on primary source documents by
and about her which are located in the Archives at Eastern Michigan University and in a box
donated to the Bentley Historical Collection at the University of Michigan by ﬁer niece,
Charlotte King (18??-1958). These papers include lesson plans, notebooks, letters,
newspaper clippings, unpublished manuscripts, and published articles. All of the sources I
have consulted are of a professional nature. What existed of King’s personal papers were
destroyed by her descendants years ago. ° In addition to the papers contained in these two
archives, I have consulted primary source documents from the organizations to which King
belonged, the schools at which she taught, and the communities in which she resided.

King’s life is a particularly good one to write in an effort to connect the “separate
spheres of research” in the history of education. King was a woman who worked primarily
with women and who influenced a great many young women as they became tomorrow’s
teachers, but she also worked effectively beside men and was respected by them. Although
she challenged the educational system, she pursued her lifework within it. Even though she
gained a great deal of power and influence, she did not offend her colleagues or cause an
uproar. Because she was so gentle and respectful of male authority, it seems that if there is
a woman who could make educational historians wake up and take notice of gender, King
might be the one who could. Some women in history present such an uncomfortable
challenge that male historians can easily write them off as deviant, but King was such an
integral part of her institution, so loyal a member of the faculty, and such a respected teacher
and colleague, that she is easy to like and to listen to.

Finally, King’s life is also a particularly good one for bridging another gap in the

study of women teachers and teacher education. There is a chasm that exists between

% Altenbaugh, 1999; Eisenmann, 1998; Adamson, 1999.
7 personal correspondence with Prudence King (teacher educator in Boston, Massachusetts
and Julia Anne King’s great-great grand niece), 1996.
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historical research on teachers and teaching practice in schools. King’s life provides
alternative visions for teacher educators and policy reformers by exposing the variety of
factors that influence a teacher’s practice. King's life also invites women teachers to re-
imagine their own lives as teachers and learners and, through its example, gives them

strength as they serve children and society.

Michigan State Normal School

King’s lifework is closely connected to the history of an early and influential
normal school. The Michigan State Normal School was the sixth state-sponsored normal
school in the country and the first west of the Alleghenies. It was founded in a formative
era for public schools, female education, and higher education. For almost fifty years it
remained the only normal school in Michigan, a pioneering state with respect to education.
There were many varieties of normal schools in nineteenth century America; private,
municipal, and county normal schools developed along with mass public schooling, and
normal departments were formed in academies, high schools, and colleges. The state-
sponsored normal school, like the institution King attended, was the most widespread and
enduring model, and the Michigan State Normal School was one of the most influential.

Internal histories of the Michigan State Normal School were published in 1899 and
1971.7' Recent comprehensive studies of teacher education do not include the Michigan
State Normal School or only mention it briefly. Numerous histories of education in
Michigan include something about the normal school or discuss related developments.”
However, none of these studies examine the institution through the lifework of a woman
teacher. Through examination of primary sources by and about King, and reexamination of

primary and secondary sources on the history of the normal school at which she was a

7! Putnam, 1899. Isbell, 1970.
72 Bordin, 1993 and 2001; Whitney, 1931; Catton, 1988; Putnam 1877 and 1904; and
Council of Teachers College Presidents, 1934.
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student and a professor, I try to see through her eyes in an attempt to widen and make more
accurate our perception of the past.”

My understanding of the Michigan State Normal School is based primarily on
reexamination of two earlier histories: Daniel Putnam’s (1899) History of the Michigan
State Normal School, and Egbert Isbells’ (1971) A History of Eastern Michigan
University, 1849-1965. In addition, I examined the normal schools’ yearbooks,
newspapers, course catalogues, and the Annual Reports of the State Superintendent of
Public Instruction. Finally, I depended on general secondary sources on nineteenth century
normal schools and on the Michigan public schools.

The Centrality of Faith

It was in the final iterations of this project that I finally came to realize the
importance of Christian faith in King’s life. Only by listening to her voice and letting it
lead my investigation and analysis was I able to fully understand the centrality of religion in
her practice. Previously, I had force-fit my chapters into other historians’ categories that
were closely related to what I had identified were major themes in King’s life and the
history of the Michigan State Normal School. Unfortunately, by starting with mainstream
history of education themes and telescoping in towards King, I missed out on the
opportunity to have her life experience and perspectives shape my writing. In Writing a
Woman's Life, Carolyn Heilbrun asserts that patriarchal culture has not only defined the
limits of women'’s lives, it has determined what stories about women will be told. Those
who write about women’s lives have suppressed the truth of the female experience, in order
to make the written life conform to society’s expectations about what life should be.”* In
writing King’s life, I unknowingly did exactly what Heilbrun describes. I found pre-

existing historical terms or ideas and tried to fit King into them.

73 Tyack, 1976, pp 355-389.
*Heilbrun, 1988.
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As I revised the dissertation, bringing Julia Anne King to the forefront, and
struggling to hear her voice, it became clear I would need to abandon the categories I had
co-opted: Protestant Republicanism, Domestic Feminism, and Pestalozzian Pedagogy. As
King became central, her values and beliefs dictated that Christianity become central.
Christianity was the umbrella under which pedagogical and professional issues emerged
and took shape. Because King was deeply committed to her faith, it touched all aspects of
her life. Because of my new understanding— that King’s faith shaped her views on gender,
pedagogy and professionalism—1I moved information on faith, and what it meant to King to
be a Christian, to the beginning of my discussion.

By giving voice to an early normal school woman, King, I uncovered an essential,
but understudied, aspect of the history of teachers and teacher education—the importance of
Protestant religion. In all the published works I had read on the history of education and of
women, | had encountered very little on the religious beliefs of teachers or how those beliefs
might influence their educations or careers.

I knew from my research on the Michigan State Normal School that it was founded
by ministers and statesmen committed to seeking Biblical truths and to spreading God’s
word through Michigan via the normal school-educated “ministering angels.””* At the
Normal School there was no sectarianism, perhaps because it was not founded by a
particular church, but, like the common schools, it was a state-sponsored institution with a
commitment from the beginning to a sort of broad-based *“pan-Protestantism,””®

I began to look purposefully for a contemporary secondary literature on religion in
the normal schools. I found that religion—at least in its Protestant forms— was a potent
influence in the lives of individual leaders and in the institutional life of higher
education.””” Marsden and Reuben agree that the early leaders of the university movement
were religious men. For example, Daniel Coit Gilman, William Rainey Harper, Andrew

"5 Putnam, 1899, p. 17.
7 Tyack, 1966.
7 Eisenmann, 1999, p. 297; Reuben, 1996; Marsden, 1994; Sloan, 1994.
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Dickson White, and James Burrill Angell, were all men of strong religious convictions who
spent considerable energy defining (and seeing no conflict in) a “secular, Protestant
university.”’® Marsden claims the University of Michigan was the era’s best
approximation of a state institution comfortable with religious overtones, partly because of
support within the state legislature. It is not surprising that King’s teacher training
institution was founded with a similar Christian spirit, because the University of Michigan
was set up by the same state legislature as the Michigan State Normal School, and many
early schoolmen, ministers, and politicians had roles in the founding of both the University
of Michigan and the neighboring Michigan State Normal School.

Unfortunately, these religious perspectives have not successfully infiltrated the
general history of teacher education. Perhaps after influential historians proclaimed the
anti-intellectual nature of Protestant faith, scholars may have been intimidated to attribute too
large a role to religious influences. Veysey “reified our understanding that religion blocked
the road to real university development” and Hofstadter “found in narrow-minded,
sectarian education the original stumbling block to intellectual expansion.” Hofstadter
concluded that increased sectarian control of ante-bellum colleges by market-hungry
churches blocked intellectual growth.”

Some contemporary women'’s historians also seem uncomfortable with the
Christian worldview that informed the life work of many mid-nineteenth century educators.
For example, Frances E. Monteverde’s analysis of Mary Sheldon Barnes®® reveals as much
about the politics of contemporary feminist social education as it does about mid-nineteenth
century women and their beliefs, authorities, or truths. Monteverde criticizes her subject for
choosing primary source materials for her 1885 book, Studies in General History, that

“limit the range of possible answers” and assume that “modesty, submissiveness,

’® Eisenmann, 1999, p. 301.

™ Eisenmann, 1999, p. 297; Veysey, 1965; Hofstadter, 1996.

% Barnes (1850-1898), was the daughter of Edward A. Sheldon, founder of the Oswego
Normal School; one of the first women to graduate from the University of Michigan; and a
professor of history at Wellesley College and Stanford University.
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domesﬁcity, obedience, loyalty, and sobriety are virtues.” She also concludes that Barnes’
religious beliefs provided a rationale for women’s low status in society.®’ Altemately, I
think King's religious beliefs, which were similar to Barnes’, provided her with a rationale
for gender equity and an active professional life as a woman. I attempt to unravel and
understand Kings’ worldview, whereas some non-Christian multi-culturalists would fault
the narrow-mindedness of King’s convictions. Rather than subjecting nineteenth century
texts to current diversity criteria, I ask what being a Christian meant to King and how her
religious beliefs informed her views of gender and teaching. King’s ideas about the
philosophy of history and the best methods of history instruction were similar to Barnes’,
and King used Miss Sheldon’s (Barnes’) primary source book in her classes.?? King’s
life makes me wonder if Barnes, and others, searched for truth in order to be good at
“participatory citizenship,” or if, like King, they had loftier aims—such as being God’s
ambassadors.*

In Marsden’s postscript he concludes that perhaps the “very development he
studies —the inexorable rise of value-free science—may have kept scholars from asking
significant questions about the historical role of religion in academe.” Rather than
distancing personal belief and limiting our approach to questioning and analysis, Marsden
asks whether religious perspectives should be included among legitimate scholarly
viewpoints.** Eisenmann, like Kathleen Mahoney, calls for a “more receptive approach to
religion’s influence on modern academe” and invites comparative examination of various
educational settings, including normal schools. She notes that those who study normals
schools would not doubt the keen significance of religion in teacher training, but she notes
that the role of religion “has often been treated as an early element that college leaders
eagerly swept away as they brought their institutions into the orbit of prestigious

81 Crocco & Davis, (1999), p. 27-33.
82 King,

8 Crocco & Davis, (1999), p. 27-33
8 Eisenmann, 1999, p. 303.

35



[ lVs




trendsetters.”®* Eisenmann goes on to site the social history of student and faculty bodies
and the lives of individual students and faculty members as sites for new historiographic
opportunity. She proposes: “Women’s history applied to an appreciation of religion might
suggest a very different explanation for women’s continued belief in God as a vital force
that guided their approach to education and career.”®® I attempt to answer Eisenmann’s call,

as Julia Anne King’s belief in God was clearly a vital force that guided her lifework.

Timing is Everything: Normal School not College

Bringing King’s life to the forefront exposed a third aspect of the history of teacher
education that has rarely been explored—that of timing, or, specifically, the early years in
which normal schools were established. Historical analysis of normal schools has
depended almost exclusively on the first two decades of the twentieth century, the
progressive era, when there was a proliferation of normal schools across the nation.
However, the first normal schools in the country were founded several generations earlier in
the 1840s and 1850s. Historians, concentrating on the late nineteenth and twentieth
centuries, have studied institutions that resemble the Michigan State Normal College (1899-
1959) more than the early Michigan State Normal School (1852-1899). By looking at the
earlier school, I attempt to broaden understandings about the history of normal schools and
the students and teachers that inhabited them in the mid-nineteenth century.

King graduated from the Michigan State Normal School two years before the Civil
War even started. The years of normal school history which most influenced and reflected
her life were those from its founding in 1852 to its official change to a college in 1899.
This is not surprising, because King spent the majority of her life (1838-1919) in the
nineteenth century, but it is significant because, during the later part of King’s professional
life, the institution changed. King was a product of the early normal school, not the more
modern Normal College.

® Eisenmann, 1999, p. 304; Mahoney, 1996.
% Eisenmann, 1999, p. 305.
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Cremin and Butts state, “by and large, ideals of the common school, the high
school, the state university, and the normal school were all products of the period. They
provided a distinctive American educational ideal which has endured to the present time.”®’
But the normal school has not endured. Normal schools either closed or became high
schools or colleges with normal departments. The original ideals of the normal school
evaporated as teacher education became a function of colleges and universities.

By bringing King upfront, the differences between school and college, and the
transformation that occurred, were illuminated. The twentieth century Michigan State
Normal College fit better into the comprehensive histories that have already been written.
What King’s life exposed was a different, earlier, version of the Normal School that has not
been studied extensively. The founders and leaders of the early Michigan State Normal
School had different goals and objectives than their later counterparts, and they had different
ideas about religion, gender, learning theories, and curriculum. All of this influenced the
lives of individual students and teachers as well as the institutional history of one of the
most respected and influential of the antebellum normal schools.

In the early years, Michigan State Normal School was a much more positive
institution, especially for women teachers, than the literature on Iaterknormal schools would
suggest. King was extremely talented and accomplished, largely because of her normal
school education and employment. The normal school provided King with an education
and a career that nurtured her values and beliefs, and contributed to her professional
success. King’s life reveals that at the mid-nineteenth century normal school pedagogy was
on the cutting edge, curriculum was integrated and liberal for professional purposes,
women’s culture and professional opportunities were nurtured, and religious beliefs were
recognized as shaping images of a better society and teaching practice.

Many of the normal school founders considered their work as public servants an
enactment of their faith, and they took great pains to learn as much as they could about

¥ Cremin and Butts, 1953, p. 190.
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modem pedagogical theory and children’s nature. The founders of many normal schools
were, as Altenbaugh and Underwood describe, ministers and politicians, but this did not
preclude them from being thoughtful educators or dictate that they were “weak on
pedagogical theory.” On the contrary, principals of early normal schools studied
Pestalozzian and other contemporary educational theories and often published books about
their new methods of teaching.®

King’s life also demonstrates that as the Normal School became a college, it did not
become more effective at educating women teachers or providing them with professional
opportunities. Women were, in the later years, held to the standards of the male college but
were involved in social activities that made them subordinate to men. Nor did the more
modern Normal College become more effective at teaching teachers disciplinary knowledge
or the pedagogy of school subjects. Pedagogy was cordoned off from academic subjects as
the Normal adopted college majors and electives. Finally, in the quest for truth at the
Normal College, religion was replaced with scientific authority.

Scholars have written about a shift, which took place around the turn of the last
century, from religion as a guiding force to religion as an object of study.®® John P. Burris’
new study of religion at international exhibitions during the age of the university, reveals
this shift. His cultural study demonstrates how religion became a separate
endeavor—simply one concern among many. Through studying exhibitions such as the
World’s Fairs, Burris traces the emergence and development of religion as a field of
intellectual inquiry, rather than life’s guiding force.”® Marsden notes that by the 1920s
“religion lost its primacy in both curriculum and epistemology and was left struggling for a
place within the increasingly objective university.™"

Other scholars have noted that the changes that took place around the turn of the
century influenced women and the construction of gender. Between the 1890s and 1920s
% Isbell, 1970; Putnam, 1899; Loomis, 1932; Welch, 1862.

% Eisenmann, 1999, p. 303.

% Burris, 2002.
°! Eisenmann, 1999, p. 301.
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women had appropriated the language of “science” to assert their individual rights, but in
the process they unknowingly undermined their own collective power. Modermnity brought
both gains and losses eroding the female community that had flourished in Victorian
America®® Lynn Gordon points out, it was not just the transition from normal school to
college that affected teacher education, it was also the social milieu in which graduates found
themselves in the twentieth century.”> Her work acknowledges that definitions of
masculinity and femininity were changing, but she does not emphasize the importance of
these progressive era changes at the normal school.

That changes in teacher education that occurred one hundred years ago had anything
to do with changing notions of gender or the ways the new university defined masculinity is
a topic which has not been widely explored. Goodlad notes that “the transition from
normal school to regional state university and from teaching to research together appear to
have contributed significantly to the insecure status of teacher education... Teacher
education was not so much pushed aside as it was overshadowed. It became one of several
competing functions rather than central.”* Goodlad’s work demonstrates that there was a
change in status, but does not link teacher education’s new subordinate position to changing
gender roles and expectations or to changing ideas about faith and the role of Christianity in
higher education.

Christine Ogren’s pioneering research on gender in normal schools also
demonstrates how the changes that took place in normal schools as they became colleges
were not all for the best. Her investigation of coeducation at Wisconsin state normal
schools in the late nineteenth and early twentieth centuries suggests that the normal schools’
distinctive brand of coeducation fostered equity between the sexes that was lost as the

normal schools became colleges. Ogren asserts, “It is a fair question to ask whether

2 Evans, 1989, p. 173.
% Gordon, 1990, p. 200.
% Goodlad, 1990, p. 20
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American education gained or lost when the lowly normal schools advanced to collegiate
status.””
Ogren’s work builds on Geraldine’s Clifford’s claims about the effects of college

attendance on women. Clifford writes:

the weakening of the bonds of womanhood among educated women has been a major

consequence of college attendance,...the values of science and professionalism undercut

the very culture and political climate that had given women strength to expand their lives

and to look critically at conventional assumptions about their basic personalities.

Women lost their old feminine supports but had no other supports to replace them.®
These scholars contradict generally accepted assumptions about higher education and claim
that women’s opportunities were limited, rather than expanded, as the nineteenth century
single purpose normal schools became multipurpose colleges.”” Even though the move
towards collegiate and then university status has generally been considered progress,
historians who study the experiences of women warn us that the supposed upgrades may
have had unintended gender effects.’®

There appears to be a pervasive scholarly misunderstanding of what constituted the

normal school experience in its first half century of existence. The conventional perception
of the normal school movement is flawed because: 1) The research community still does not
value work about women, teaching, or gender; therefore, historians haven’t studied enough
female teachers, and, when they have studied men, they haven’t asked questions about
family, faith, or other feminized subjects. 2) An anti-Christian sentiment pervades
contemporary college faculties and research communities.”® Scholars who choose to study
or advocate for women may be particularly uncomfortable with religious topics, as they may
view Christianity as sexist or narrow-minded. 3) Historians have focused on what

happened after the transition from school to college was well underway, rather than assess

% QOgren, 1995, p. 4.
9 ., Clifford, 1983, p. 12.
97 Ogren, 1995.
8 Tyack and Hansot, 1988.
% See for example, Carter, 1994.
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the early normal schools in terms of the original visions and initial examples. The important
time and place to study is the pre-college normal school of the 1800s.

Were we to undertake a revisionist interpretation by focusing on one school, the
Michigan State Normal School, and particularly one graduate and practitioner of that school,
Julia Anne King, we would not only be forced to rethink our generalizations about teacher
training in the second half of the nineteenth century, but we would also learn more about

Christianity, gender, pedagogy, and teacher professionalism in those times.

Designing King’s Lifework

The rhythms of King's life as a female student, teacher, public school administrator,
and teacher educator, were not shaped by presidential administrations, nor did her ideas and
commitments evolve chronologically, according to patterns of dominant thought or in
response to certain developments within the educational system. Instead, her basic ideas
about the purposes of schooling, why one teaches and how one thinks about one's work as a
teacher, were formed by the time she graduated from the normal school at twenty years old.
This is not to say that she did not develop or challenge herself to grow; on the contrary, she
understood that “we have a life work to do, and our happiness consists in doing and well
doing.”'® She spent the remaining sixty-one years of her life preparing both head and
heart and going forth to be a faithful laborer.'®! She found for herself “the great social
need of the hour”'* and toiled for good.

I listened to King in an effort to understand the lessons and philosophies she
learned as a teacher education student, clung to or developed as a teacher and administrator,
and shared with others as a teacher educator. King’s beliefs about teaching, learning, and
learners; her orientations toward knowledge; her views about the “good” society; and her

understanding of gender roles and opportunities for women, were all informed by her faith.

190 King, 1858.
101 King, 1858.
192 King, 1915.
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She was not alone in her constant references to the Bible and Jesus’ teachings. When she
spoke to her students and colleagues she incorporated Biblical passages right into her
prose. She never bothered to cite the Biblical verse, chapter, or book she referenced; it was
as if she believed everyone would know what or whom she was quoting and how the
passage ended.

In chapter two I establish Christianity as the guiding force in King’s life and
describe how God’s Word informed her teaching practice and influenced her
conceptualizations of the teaching profession. The next two chapters develop out of the
religion chapter. If in chapter two I establish King as a Christian, in chapter three and four I
peel away more layers of her identity —in chapter three as a woman, and in chapter four as a
teacher and teacher educator. In each chapter I explore not only who King was but also
how the institution in which she studied and taught supported her beliefs. The Michigan
State Normal School’s connections to Christianity are explored in chapter two; the
experiences of women at the Michigan State Normal School, and their opportunities as
graduates, in chapter three; and the curriculum and instruction of teacher education, as well
as the on-going professional lives of early teachers and teacher educators, in chapter four.

Within each of these three thematic chapters I imagine concentric circles with King
in the middle— surrounded by the Michigan State Normal School and the larger society. In
each I mention the gradual transformation of the Michigan State Normal School to a
college. As the normal school became a college, the pursuit of God’s glory was abandoned
in favor of a new idol: science. Opportunities for women in college-based teacher education
declined, and liberal arts courses, which combined pedagogical knowledge with disciplinary
knowledge, were discontinued, as teacher education became a separate department. The old
Normal School’s institutional strength and King’s personal strength are demonstrated by
her ability to adapt to the new collegiate environment even as the new institution began to

regard teachers with her perspectives as obsolete.
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In chapter five, I reflect on how King’s life and the history of her normal school
might contribute to contemporary conversations about teacher professionalism and the
professional education of teachers. King was an integral and respected member of the
communities to which she belonged, and she was representative of her contemporaries who
chose to make teaching their lifework. She achieved a professional position of power not
accessible to women who chose to marry and have children, but she was neither unique nor
marginal. The combination of 1)”’new” pedagogy in an elite educational environment, 2)
the relative financial and intellectual independence that teaching offered women, and 3) the
opportunity to serve God and His children, made teaching and normal school attractive to
liberally-educated Christian women and led to a form of teacher professionalism which
embraced these ideals.

It is not appropriate to look at history and say “we should do it like they did one
hundred and fifty years ago,” but we can learn from educational history by asking
questions that stories like King’s inspire as we also consider “improving” teacher
education and “professionalizing” teaching. For example, what role do faith, pedagogy, the
liberal arts, gender, and social action play in our current teacher education programs? What
forms of teacher professionalism do our programs promote? Are we still dealing with the
aftermath of the reforms in teacher education that took place at the turn of the last
millennium? How can we, in the twenty-first century, improve our practice in light of new
historical understandings?

The structure of this study is related to both King’s life and mine. As I was trying
to hear a teacher’s voice, I was also trying to write a history that will effectively educate.
My experience as a history teacher suggests that education is the most meaningful when
students can organize infonpation around themes they recognize in their own lives and build
on their own understandings and experiences. Just as I employ culturally relevant
pedagogy'® because I seek to empower students who have traditionally not been served

193 | adson-Billings, 1994.
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well by schools, I write King’s biography because I seek to empower historians, who have
traditionally not considered female teachers’ lives viable venues for scholarly inquiry, and
teachers, who have traditionally not looked to educational research for inspiration. The
thematic structure should encourage historians and teachers alike to reflect on the ideologies
that inform their work and help them envision alternatives. I write for the same reasons I
teach: “to make power less mysterious and knowledge more accessible”'® for my

students, colleagues, and myseif.

194 Kerber, Kessler-Harris, and Sklar, 1995, p.14.
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Chapter 2

“The Beginning of Wisdom”':
Christianity as Life Work

“Religion, morality, and knowledge being necessary to good government and the
happiness of mankind, schools and the means of education shall forever be encouraged.”
Northwest Ordinance, 1787

“Her character has its source in God, and her hopeful,
healthful, benign influence abideth forever.” 2

Julia Anne King’s parents, Hiram (1794-1852) and Charlotte J. King (1806-
1898), came to Michigan from Vermont before she was bom. They “cleared a place in
the forest, built a log house, and engaged in farming.” Growing up on the frontier, King
endured hardships and accepted responsibility early in her life. King remembered being
awakened one night by her mother’s anxious voice. The baby was sick, and since her
father had a broken leg, little Julia was the only one able to go down the dark forest road
for the doctor.* Reflecting on King’s childhood, her mother claimed that the little girl
with twinkling blue eyes and chestnut hair “had enough energy for two.™ It was this
twinkle and this energy that pervaded her life work in adulthood.

Julia Anne King was raised in a Christian family. The King family has been
described as of Puritan stock.® They attended the London Township Methodist Church
located just out of the town of Milan on one of the plank roads that ran across
southeastern Michigan. During the 1840s, in one-room schoolhouses on Michigan’s

! King, 1858 (quoted from the Bible: Ps 111:10: “The beginning of wisdom is the fear of
the Lord.”)

? This quotation was beneath King’s photo in the yearbook. Aurora, 1909, p. 30

3 Lord, 1954, p. 306.

* Lord, 1954, p. 306.

5 Aurora, 1893, p. 37.

¢ Putnam, 1899, p. 169.
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frontier, young children like Julia Anne King recited Bible verses and learned a Christian
version of morality. As an adult, King worked as a public school teacher and teacher
educator, but she also worked at a Baptist College, taught Sunday school in evangelical
Protestant churches of various denominations in the towns where she taught school, and
attended the Baptist Church in Ypsilanti. She is buried, next to her parents and three
siblings who died as young children, in the graveyard adjacent to the small rural church
that now stands where her childhood house of worship was located. Julia Anne King was
a woman of many talents and titles, but first and foremost, she was a Christian.

In this chapter I establish what that meant to King. First, I analyze King’s 1858
essay titled “Life Work” which she wrote in her classmate Hattie A. Farrande’s notebook,
“Reminiscences of Normal Days and Normal Friends.” King had intimate knowledge of,
and made constant reference to, the Bible. She had membership in a community of
Christians who did not require scriptural references. For example, in her life work essay
King never explicitly mentions the Bible or particular verses, yet her prose is laced with
allusions and paraphrases of relevant scripture. I use this earliest surviving piece of
King’s scholarship as the basis for her beliefs when she graduated from the Michigan
State Normal School at twenty years of age. This eight page student paper, composed for
a girl friend, serves as a window into King’s beliefs and commitments.

In the beginning of this chapter, I analyze the content of the “life work” essay and
demonstrate its heavy reliance on the Bible as life’s instruction manual. Second, I move
beyond this essay into King’s other writings that concern faith. I discuss what the “body
of Christ” meant to her and to her conception of community. Third, I situate King’s
beliefs as typical of teachers and teacher educators in the mid-nineteenth century by
examining the beliefs of men and women who founded and taught at the Michigan State
Normal School and at Michigan’s other early schools. These “ministering angels”
believed God’s Word and Christian service were of utmost importance in all aspects of

life, including public school teaching and state-sponsored teacher education. Fourth, I
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look “beyond Michigan” at the role of faith in teaching and teacher education in other
parts of the country and abroad. Finally I discuss the ways religion changed at the
Normal School as it became a college. Perhaps it was his Christian worldview that led

Professor Sill to label the transition to a college, during which faith lost out to science,

“an injurious manifestation of ambitious folly.” ’

Julia Anne King’s Life Work
King thought of Jesus as her Lord and Savior; she believed she was on this earth
to do God’s work. King taught that people needed to work in the world as part of the
expression of their faith, and that teaching was one way to participate in the working out
of the kingdom of heaven on earth. She wrote:
We have a life-work to do, and our happiness consists in doing and well doing...
Prepare both head and heart and then go forth and be faithful laborers, resting assured
that earnest faithful labor brings its reward —that though it comes not now, it is
somewhere in the shadowy future...}
The term lifework, used in this way, could be any vocation that a Christian feels called by
God to do and which can be done to glorify God. King assures her prospective teacher
colleagues that their labors will be rewarded, not with big salaries or fame, but in God’s
Kingdom to come.
When King graduated from the Michigan State Normal School in 1858 she was
clear about why she was going to work as a teacher and for whom she was working. She
saw teaching as ministry and encouraged her classmates to do the same. In King’s life

work essay, she helps us understand how she viewed her calling and how central the

Bible was to her thinking.

7 Sill, 1893, p. 273.
®King, 1858.
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The world is the field for working out glory, honor, and eternal life. So long as life is
the labor goes on— but labor for what? The meat which perishes?... Man is immortal
and should not work solely for the things which perish or take to themselves wings
and fly away.’

In this opening paragraph King paraphrases Jesus who said, “Labour not for the meat
which perisheth, but for that meat which endureth unto everlasting life, which the Son of
Man shall give unto you: for him hath God the father sealed” (Jn 6:27)."° The Son of
Man was Jesus’ most common title for himself. Christians believe that through his
sacrifical death, Jesus gave those who believe in him an infinitely high quality of life in
living fellowship with God now and forever."" Eternal life is not something to be
achieved but something to be received by faith in Christ.'? King wove the teachings from
the New Testament together with an image from the Old Testament to demonstrate that it
is for God, not personal gain, that we should labor. In Proverbs 23:4-5 it says, “Labor not
to be rich... for riches certainly make themselves wings; they fly away as an eagle toward
heaven.” Alternately, labor for God’s glory and honor endures forever.

According to Hebrews 13:8, “Jesus Christ is the same yesterday, and to day, and
for ever.” In her life work essay King explains: “the mind centers on something that
endures—changeless forever—The end of life is not for ourselves but for him who paid
for us the ransom.” This is another Biblical allusion. Through death on the cross,
Christ paid the ransom price of his own life to free us from the slavery of sin. “The Son
of Man came not to be ministered unto, but to minister, and to give his life a ransom for
many” (Mt 20:28; Mk 10:45), and “For there is one God, and one mediator between God
and men, the man Christ Jesus; who gave himself a ransom for all,” (1Ti 2:5-6). The

®King, 1858.

' The Holy Bible (King James Version). For Biblical quotations I have chosen to use the
King James Version (KJV), also known as the Authorized Version, because it is what
King would have read. For notes and interpretive material I depend on the New
International Version Study Bible (NIV).

'NIV, Jn 3:15

2NIV, Jn 6:27

" King, 1858.
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Greek word ransom was most commonly used for the price to redeem a slave." King
believed Christ was her redeemer or savior, and that her work should reflect this faith.

While King draws wisdom from the Old Testament, she was clearly committed to
the new covenant where God’s laws become man’s inner principles and God and his
people have intimate fellowship."> Further into her life work essay, King states, “All men
can be good and work for good...if it be firmly written on the heart...greatness will
follow.”® This is taken from Hebrews 8:10 and Jer 31:33: “I will...write them [God’s
laws] in their hearts.” In contrast to carrying around laws on tablets of stone, laws
written on the heart govern one’s life.

King wished that all of her classmates had learned to submit to God and his
commandments. “We have been learning lessons that are to aid us in the contest. Some,
would that all had, have learned that great lesson which is the ‘beginning of wisdom.’”
The beginning of wisdom is the classic Old Testament statement concerning the religious
basis of what it means to be wise. For example, “The fear of the Lord is the beginning of
wisdom: a good understanding have all they that do his commandments; his praise
endureth forever” (Psalm 111:10); “The fear of the Lord is the beginning of wisdom, and
the knowledge of the holy is understanding” (Proverbs 9:10); and “The fear of the Lord is
the beginning of knowledge, but fools despise wisdom and instruction” (Proverbs 1:7).
“Fear of God” is a convention phrase equivalent to “true religion.”"” The theme of the
book of Proverbs is to have loving reverence for the Lord. Christians believe that God is

King but that even as we stand in awe of him, we can rejoice.'®

“ NIV, Mt 20:28
1S NIV, Heb 8:10
6 King, 1858.
NIV, Ge 20:11
NIV, Pr 1.7
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Directly after King mentioned “the beginning of wisdom,” she said, “And we go
forth to commence the application.”® King and her colleagues were leaving the Normal
School to begin the applied work of Christians. They would have to think about how
their own religious beliefs could be applied to teaching and learning in Michigan’s public
schools.

King looked to Mary Lyon, founder of Mount Holyoke Female Seminary, for

example and inspiration as she thought about her future life as a teacher.

Whose heart has not thrilled at the mention of the deeds which made up the life work
of Mary Lyon? She was a noble woman devoting time, talent, and all that she had to
the accomplishment of her work. Though she now stands among the redeemed around
the great white throne the world will reap the fruits of her labor for many harvests yet.
She toiled for good.”

Lyon stands among the redeemed because she was a Christian. The great white throne
depicts God ruling Heaven from his throne. For example, “And I saw a *“great white
throne, and him that sat on it” (Rev 20:11). The fruits of Lyon’s labor include the
outstanding women’s college she founded and the many other female seminaries that
were fashioned using its example. However, in addition to the educational institutions
with which we associate her name, King credits her with “fruitful labor” which means the
spread of the gospel and the upbuilding of the church.?! For example, in Paul’s letter to
the Philippians, he says, “For to me, to live is Christ and to die is gain. If I am to go on
living in the body, this will mean fruitful labor for me” (Php 1:21-22). Fruits are also
mentioned in the book of Matthew: “Ye shall know them by their fruits. Do men gather
grapes of thorns, or figs of thistles?” (Mt 7:16). Just as thorn bushes do not produce
grapes, bad people do not do good deeds. “By their fruits” was a passage King often

¥ King, 1858.
® King, 1858.
2 NIV, Php 1:22
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quoted.? She believed that when judging one’s life, actions are what counts. King, like
Lyon, was a doer.

In her life work essay, King mentions only Mary Lyon by name, but she also
refers to the work of all different types of scientists: “those who have descended into the
earth and counted the strata on which we have builded our temples,” those who have
“gathered the mottled star-like agate filled with budding flowers and the shell pitted with
microscopic carvings,” and those who “have entered the chambers of the carboniferous

” ¢

period and translated the wondrous hieroglyphics on their walls,” “astronomers,” and
“chemists.” She also mentions the work of poets who “poured out their souls...in the
subtle working of passion, the air flight of imagination or the slow steps of reason.” She
concludes that each of them has a work to do, and while “our life work need not be the
same,. . .our progress will be marked with deeds not words.”® To King it was not
important what profession or endeavors one pursued, but rather that all inquiry and effort
be labor for God’s glory. |

King acknowledges that the Michigan State Normal School has been a haven for
the graduating students, and that men and women alike must venture out to work in the
world. To her classmates she wrote, “We have been at the Normal a band of brothers and
sisters. It has been a resting place. We felt secure in the shadow of its walls, but we
cannot always lurk among the hiding places while out in the open field are storms to
buffet and battles to fight.”* Men and women prepared to teach together, and King saw
them as equally well suited to do God’s will. “For whosoever shall do the will of God,
the same is my brother, and my sister, and mother” (Mk 3:35). Many of King’s
classmates and normal school professors were in this spiritual family for which

membership was evidenced by obedience to God.”

2 Goodrich, 1919.
B King, 1858.

% King, 1858.

B NIV, Mk 3:35
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There is an urgency in King’s prose as she summons the future teachers to battle
for God. She quotes John 4:35 when she says, “Already the harvest is white.” She
doesn’t want them to put off choosing God. “Should we gird ourselves for the battle,
putting on the whole armour and fighting manfully?"* King asks. Her imagery is similar
to that in Ephesians 6:11: “Put on the whole armour of God, that ye may be able to stand

against the wiles of the devil.” King continues by urging the new teachers to

Go out prepared to battle for the right, with the will within, the world without, the
seed in the hand, the dew and the rain to moisten the field, and God to give the
increase.”

God’s workers reap rewards but not immediate satisfaction or material wealth. Battling
for “the right” is synonymous with working for God. Having the “will within” is
delighting to do God’s will because his laws are within your heart.® The “world
without” is a reference not to the world of people, or the created world, but to the world,
or realm, of sin, which Christians believe is controlled by Satan and organized against
God and righteousness.” The rest of King’s entreaty makes reference to 1 Corinthians
3:6-7 which states, “I have planted, Apollos watered; but God gave the increase. So then
neither is he that planteth any thing, neither he that watereth; but God that giveth the
increase.” The sower and the waterer do not make things grow; they are merely God’s
workers. Paul and Apollos shared the word of God, but it is God himself who brings
believers to him.*

King’s life work essay closes with a metaphorical portrayal of the joy she

anticipates they will experience as teachers—on earth and in Heaven.

Scatter the seed in the grey dawn, in the clear noon-day and the still twilight—not
ceasing when adversity comes, but remembering that those who sow in tears shall

% King, 1858.

7 King, 1858.

B NIV, Ps 40:8
®NIV, 1Jn 2:15

% NIV, 1Cor 3:6-7
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reap in joy—and when our work is done, grant that it may be well done. Then shall
we return to our father’s house, and those who went forth weeping, bearing precious
seed, shall doubtless come again with rejoicing, bringing their sheaves with them, to
remain where there is fullness of joy forever.

The seed King wants them to scatter is the word of God.” She knows there will be
hardships, but she also knows there will be a place for earnest workers in her father’s
house, or Heaven.” Like much of the life work essay, this last paragraph is imbued with
Biblical allusion: “They that sow in tears shall reap in joy. He that goeth forth and
weepeth bearing precious seed, should doubtless come again with rejoicing, bringing his
sheaves with him” (Psalm 126:5-6). Even when sowing is accompanied by trouble or
sorrow, harvest brings joy.*» Knowing that she was doing God’s work provided King
with the comfort, encouragement, fellowship, and compassion necessary to embark
confidently upon her teaching career.

Forty years later, she held the same principles. In a 1897 speech to the Student
Christian Association, she proclaimed:

Christ served his time and left behind the same service for his followers. The
Christian work here and now is to serve the time as Christ would were he in your
stead... I think Christ’s first word to us would be, if the Divine Spirit be in you, the
principle of life, then daily work is religious, and in a very true sense a divine service.
No need to adjust relations between secular and spiritual matters where all is spiritual,
devotion and duty one, religion, goodness. Work, just common every day work, is
the nurse of spiritual life.*

King saw her daily work in schools as a religious calling and service to God. There was
no separation of church and state in the way she lived; everything was spiritual. King
called upon her students to take up this view of teaching. She drew from Galatians 6:7
which instructs, “for whatsoever a man soweth, that shall he also reap,” when she

implored her students:

YKIV, Lk 8:11
2NIV, Jn 14:2

B NIV, Ps 126:5-6
% King, 1897, p. 33.
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Fellow workers, with God there is no higher inspiration, to overcome ignorance,
prejudice, doubt, weakness, sin. ‘As you save so shall you be saved.’ ...To raise,
reform, educate, to save men from the suspicions, vanities, enmities, jealousies—all
unrighteousness— which set him at variance with himself, his neighbor, and God, to
make the kingdom of peace, of joy, of order, of eternal truth real in the world—this is
your work.*

King had great expectations as she set out this monumental task for prospective teachers,
but, with her belief in God’s providence, this sort of labor was possible in classrooms.

The Body of Christ

Not only did King believe in the power of the example set by Jesus and his
disciples, but she was also committed to a society in which each individual sees himself
as a citizen in vital union with the community. Drawing from her religious beliefs, King

shaped her professional goals and scholarly agendas.

Spiritual life is not an isolated and solitary possession, but a citizenship in a spiritual
empire. The Christian is born into an immense company, a new race. But look at St.
Paul's figure. He sees the Christian not as one of a vast aggregate but as part of an
organic whole —the body of Christ and the members in particular. The figure is a
very strong one. There is need, never more than today, of a full, strong, masterful
organization.*

King’s understanding of what it meant to be a Christian included an inclusive view of
humanity and a desire to become an organized body—all God’s children working
together toward His will.

King’s view about the body of Christ and what Christian association should look
like are further elaborated in her 1897 address that was part of the dedication of
Starkweather Hall. After a report of the Building Committee, a response by the President
of the Student Christian Association, and a prayer of dedication, Professor Julia A. King
spoke on the subject “The Christian Association.” In opening she says:

The first Christian Association registered thirteen names—a leader and twelve
disciples. Simply organized with perhaps only two officers, no constitution or written

% King 1897, p. 34-35.
% Putnam, 1899, p. 247.






creed, few regulations or by-laws, no equipment, the association began the realization
of a new idea, a new life. The outward manifestation of this new life was in no way
peculiar. The members of the association were inured to daily toil which still went
on. The association was bound together, one Lord, one spirit, one body. This
association, organized nearly twenty centuries ago, and still holding its place among
the evangelized agencies, will furnish us some suggestions helpful for the hour.”
The thirteen names were Jesus and the first group of men who followed him. Through
Jesus’ teaching they began to realize a new life; he taught them to worship one Lord, one
spirit, one body. King suggests that young people preparing to be teachers could benefit
from studying this first example of Christian community. In the Bible, the new testament
provides readers with stories and examples of how to live in relationship with others in
Jesus’ name.

King entreated her audience, “Look at St. Paul’s figure. He sees the Christian not
as one of a vast aggregate but as part of an organic whole— ‘the body of Christ and the
members in particular.’ That is a very strong figure. Read Rom. XII.”* In the Biblical
chapter King instructs her audience to consult, it reads, “So we, being many, are one
body in Christ, and every one members of the other.”” This image of Christ’s followers
being a body is further developed in Paul’s letter to the Corinthians:

For as the body is one, and hath many members, and all the members of that one
body, being many, are one body: so also is Christ. For by one Spirit we are all
baptized into one body, whether we be Jews or Gentiles, whether we bond or free;
and have been all made to drink into one Spirit. For the body is not one member but
many. If the foot shall say, because I am not the hand, I am not of the body; is it
therefore not of the body? ... And whether one member suffer, all the members

suffer with it; or one member is honored, all the members rejoice with it. Now ye are
the body of Christ and members in particular.*

¥ Putnam, 1899, p. 247.
% King, 1897, p. 18
YKJV, Ro 12:5.
“KJV, 1Co 12:12-27
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This example illustrates the unity and diversity of the different spiritual gifts exercised by
God’s people, who are all members of the one body of Christ. As the human body must
have diversity to work effectively as a whole, so the members of Christ’s body have
diverse gifts. Each must effectively use his position for the good of the whole.* When
the various parts of the body all work together, much can be accomplished. Indeed King
claimed, “individual effort is puny against combined effort.””*
King believed the world had too much individualism and that “he who serves the

public wisely serves himself.” This demonstrates how her view of what it meant to be a
Christian and what it meant to be a citizen in a democracy were inseparable. If you
worked for the good of the whole, the body of Christ, you also worked for the good of
yourself, not an isolated individual, but a citizen in a spiritual empire. In her
Baccalaureate Address to the Normal College class of 1915, King talked about “the
individual in vital union with society,” and she encouraged the graduates to “find for
yourself the great social need of the hour. To meet that need will be your greatest task,
its accomplishment your greatest achievement.” She alsé let them know that

Society needs a politics under which institutions and organizations for the well-being

of the whole may be safe. It needs a private citizenship that holds an even balance

between self and public . . . It needs such a system of corporate wealth as shall not

furnish the corporation millions to devote to private charities while the employees
suffer for the common necessities of life.*

In this 1915 address King was aware of the abuses of big business and of the negative
ways in which industrialism impacted families and communities. She advocated a

system that would prepare students for active participatory citizenship and for whatever

“'NIV, 1Co 12:12-14

“ King, 1897, p. 17.

“ This is the first of a collection of quotations attributed to Miss King in the program for
her Memorial Exercises, at the Alumni Meeting, Tuesday, June 24, 1919.

“King, 1915.
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labors they chose. King’s goal was to have students develop a sense of themselves as
capable intellectuals, able to act independently and collectively as responsible citizens.

In 1900, the yearbook was dedicated to King. Her students wrote about how she
touched not only their minds, but also their souls:

Miss King has remembered, as some teachers have not always remembered, that thing
which is needed in dealing with students besides mere mental acumen and intellectual
vigor. The human soul knows and rejoices to know, but it does more than merely
know. The teacher should be able to lead the student beyond knowing alone; there is
need of feeling as well as knowing. Of this truth Miss King is fully aware; she leads
those whom she instructs in the paths of uprightness and righteousness, and keeps
constantly in mind that to lift up the soul above that which is merely temporal, is of
more value than to gain an abundance of the things which perish with the using.*

The authors who wrote this yearbook dedication to Miss King seem familiar with the
Psalms whose language they borrow from as liberally as their beloved teacher did. For
example, the dedication above draws from at least the following four Psalms: “He
leadeth me in the paths of righteousness for his name’s sake” (Psalm 23:3); “Unto thee, O
Lord, I do lift up my soul,” (Psalm 25:1); “Rejoice the soul of thy servant: for unto thee,
O Lord, do I lift up my soul” (Psalm 86:4); “Cause me to hear they loving kindness in the
morning; for in thee I do trust: cause me to know the way wherein I should walk; for I lift
up my soul unto thee.” (Psalm 143:8). The normal school students appreciated King’s
commitment to building and supporting their faith.

King quoted Florence Nightingale, one of the many women she admired, when
she told normal students and faculty colleagues,

To realize the kingdom within furnishes the principles of life. The Christian
Association is the organ of the school by which its religious life is realized; it is also
the organ of God through divine power and becomes a practical working factor in the
community. Among some of the conditions by which the inner life becomes an outer
force working among men, is unflinching honesty in dealing with known truth. If
every member of this association could at this moment begin to do what he himself
knows for truth, the kingdom of God would indeed appear among us and within us.
You need moral enthusiasm. Can this day with the beneficent and never to be

S Aurora, 1900.
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forgotten gift bring it? Can your prayers bring it? God grant that the hours be indeed
a Pentecost, and that you go in the strength of it for all days to come. Through you
may He see the travail of His soul and be glad; through you may there come a strong,
enthusiastic movement towards the Kingdom of Eternal Truth.*

This was a powerful call for young teachers to join forces and work towards “moral
enthusiasm.” King advocated a sense of self that predisposed one to be capable of
Christ’s work. Without this realization of the kingdom within she didn’t think people
could work for the community. Nowhere does she advocate being a passive teacher who
blindly follows the direction of others; instead, her Christianity requires a willingness to
be honest, self-reflective, interested in personal discovery, and willingness to share your
views. Joining the Christian Association King described would be a freeing act for many
teachers, giving them the personal sense of power to make sense of their lives and to
work meaningfully in the world. King reminded students “the lamp of devotion, burning
behind shut doors, cannot light the world.”¥ This is another Biblical reference; Jesus
said, “I am the light of the world: he that followeth me shall not walk in darkness, but
shall have the light of life,” and “Let your light shine before men, that they might see
your good works, and glorify your father which is in heaven.”® Jesus and King both
encouraged their students to let their lights shine.

King found comfort and support as a student at the Normal, and she offered
students the same sort of fellowship as a professor later in her career. The class of 1902
presented a portrait of King as their class gift to the College. They thought it appropriate
that future students have her likeness hanging in their hall because,

There has never been a time when her duties as teacher have prevented her from
filling her place as friend. Her home, full of beauty, is open to those who will come.
Her life, rich in sympathy and kindness, goes out to those who know her, and
becomes an influence deep and lasting.*

“ Daniel Putnam, 1899, p. 247-8
“ King, 1897, p. 17.

®KJV, Jn 8:12 and Mt 5:16.

® Aurora, 1902..
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King's life work was driven by her belief that “one’s life among neighbors shapes the
world community.” The Normal School provided the neighbors with whom to begin
shaping this community.

As a Normal School professor, King attended the Y psilanti Baptist church, was an
active member of the Sunday schools, and supported the Students’ Christian Association.
The state-sponsored normal college endorsed no particular religion, but King was
comfortable expressing her views about Christianity in intellectual forums. King also
preached about the importance of community and the need for fellowship, rather than
competition, among men. She was gravely concerned about the policies that could come
out of research on eugenics, and she counseled normal college students to consider the
ways they could contribute to children’s “social heredity,” rather than being overly
influenced by their biological traits.’'

In remembering King, Ernest Goodrich, her student, friend, and neighbor claimed,
“her motto was made the text of her Baccalaureate Address, ‘None of us liveth to himself
alone.’ Her life exemplified it. Her constant endeavor was to get her students to realize
this fact in thought and in act.”” Paul’s letter to the Romans states, “For none of us
liveth to himself and no man dieth to himself...we are the Lord’s. Let us not therefore
judge one another.” ** Here the apostle Paul is talking about practicing right<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>