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SERIES EDITOR’S PREFACE

The Palgrave Pivot series on the Cultural and Social Foundations of Education seeks to understand educational practices around the world through
the interpretive lenses provided by the disciplines of philosophy, history,
sociology, politics, and cultural studies. This series focuses on the following
major themes: democracy and social justice, ethics, sustainability education,
technology, and the imagination. It publishes the best current thinking on
those topics, as well as reconsiderations of historical ﬁgures and major
thinkers in education. The cultural and social foundations of education are
enjoying a rebirth. While studies of Plato, Pestalozzi, and Dewey or analyses
of the effects of US Supreme Court decisions or world economic policies
have always been important to understanding education, there is increased
urgency for such work in today’s educational climate. Education is seen in
both the developed and developing world as a means to social advancement
and improvement of life. More than ever, there are questions about what
kind of education should be provided and for whom. In addition, information technologies are rapidly transforming teaching and learning, while the
political climate in many countries emphasizes market solutions to social
problems at the same time that it moves away from democratic forms of
schooling. Out of this rich context, the Cultural and Social Foundations of
Education series was established to explore ﬁve themes important in schooling in short books by leading and rising scholars. I chose themes that are of
perennial importance to the foundations of education, such as democracy
and social justice, as well as newer emphases, such as technology and
sustainability that scholars are exploring. Democracy and social justice has
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been a perennial theme in foundations of education, and continues to have
greater urgency. This series features works that examine worldwide issues
related to democracy and social justice, from the effects of wealth and
income inequality on schools in developed countries to the spread of
democracy and social justice concerns to other countries around the
world. Closely related to this is the second theme of ethics: issues of right,
wrong, fairness, equity, and equality in schools and educational practices
worldwide. Increased attention is being paid to our planet’s health, so how
we can educate our children to accept and deal with environmental degradation forms the third theme. What it means to educate for a sustainable
future is a question that foundation scholars are increasingly addressing. For
a fourth theme, the impact of information technology upon education is
enormous, and not something that should be left just to technical experts in
that area. There is a need for scholars in the cultural and social foundations
of education to inquire critically about the claims made by technology and
to inform us about new developments in this area. Finally, the arts and
imagination are all too often pushed to the margins of schooling, especially
today, and so this topic forms the ﬁfth theme. Scholars of foundations have
long championed the importance of this area: in the last century, John
Dewey made a compelling argument in his late work, Art as Experience,
for the importance of art and the imagination and especially for supporting
the arts in educational practice. The volumes in the series include both
single-authored and edited collections, and they serve as accessible
resources for those interested in foundational issues in education at all levels,
particularly advanced undergraduate and graduate students in education
and the social sciences who are being exposed to the latest thinking on issues
of perennial importance and relevance to the contexts and practices of
education worldwide.
A.G. Rud
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CHAPTER 1

Positing a New Social Theory
for Social Studies Education

The study of a social phenomenon is a complex endeavor and, perhaps, it is a
journey. The study that is contextualized and analyzed in this discussion
occurred during 2013–2015 in the United States. An identity is ostensibly
what is deconstructed here—one rooted in a historical inheritance. Identity
itself is rooted in history. Without history, there is no identity. Memories are
fragments that are put together to form a coherent narrative of who and
what a person is to themselves and to others. History, then, is a collection of
points of view. When considering this statement of how individuals know
themselves, statements such as this are possible: The ﬁrst casualty of war is
morality, and knowledge may be power but what we do with knowledge
indicates wisdom. Alternatively, perhaps, questions such as this could be
asked: Why does one person’s understanding differ from another when reading
the same text? Reductionist answers could include uneven amounts of
knowledge, different levels of social power by the observers and agents of
change, or inherited structural privileges that ostensibly advantage one
group over another. These may be helpful observations for generating
discussion. There is something more, though, and part of that something
more is identifying a process behind a structure that animates social cohesion
or manipulates social differentiation. I endeavored to conduct a grounded
theory study (Glaser and Strauss 1967/2012; Charmaz 2005) of preservice
K-8 teachers to posit information for discussion of how society is fostered in
the present era, and to begin to decipher such information gathered. This
process is not “neat.” It is “messy.” This discussion is not meant to provide
© The Author(s) 2018
A.I. Attwood, Social Aesthetics and the School Environment,
The Cultural and Social Foundations of Education,
DOI 10.1007/978-3-319-60345-2_1
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any “ﬁnal” answers, as there is no ﬁnality to be found here. Rather, here is an
avant-garde chronicle using various literature, popular sources, survey data,
and inquiry into the context of these sources of information. Asymmetrical
problems of social practice seem to require asymmetrical discussion. To
focus this problem, a case study is posited on identifying a medieval social
construct and how it may be understood today by preservice teachers who
select curriculum in early childhood education (ECE) and middle-level
education. These years set the stage for later development.
To understand the concept of the current understanding of chivalry as a
social foil in American culture (see Ashton and Kline 2012; Pugh and
Aronstein 2012; Kelly 2012; Harper 2010), I posit archeophisomorphic
theory, or ArchPM, as an aesthetic curriculum theory. With this study, I
found the subspeciality of what I call archeophisomorphology. This combines
aspects of Gestalt psychology, hermeneutical philosophy, and anthropology
using a mixed-methods approach to answer questions of cultural change
and continuity with aspects of reanimation and cyclicality. In this section, I
explain ArchPM and its development from the grounded theory case study
of American preservice K-8 teachers’ conceptions of chivalry conducted as
part of an investigation of the continued presence of the chivalric ethos as a
social artefact. The chivalric ethos is an archeophisomorph—that is, a retro
social construct that continues to “live” in the present in an adapted form.
As an aesthetic curriculum theory with application for the K-12 subject of
social studies, ArchPM has application for philosophers of education to
process the cultural understandings brought into the classroom by every
student. In parallel with Jalongo and Stamp’s (1997) contention that every
preservice K-8 teacher should integrate the arts across the curriculum they
teach, Donald Blumenfeld-Jones (1997) noted: “An hermeneutic description
of process reveals that consciousness of hermeneutics provides critical and
generative aspects for aesthetic experience” (p. 319). An aesthetically responsive curriculum places teacher and student as co-constructors of curricular
content, and it is in this process that the celebration of the individual within
the group can generate aesthetic understandings of each other.
Jenna Shim (2011) stated: “We, as a collective of scholars, researchers, and
practitioners committed to diversity and equality, must continue to search for
a more realistic and more responsible way to move us forward” (p. 755). I
suggest that an aesthetically responsive curriculum design is a tool for
accomplishing “forward” movement in celebrating diversity, because ArchPM
as an aesthetically responsive curriculum theory is co-construction of understanding that provides a foundation for the celebration of the individual as a
unique contributor to the community while simultaneously being based on

CONTEXT

3

state learning standards (Joseph 2011) and the Common Core State
Standards.
The theoretical framework is organized as follows: I will explain what
I call archeophisomorphic theory based on a combination of Hans-Georg
Gadamer’s (1975/2013) “fusion of horizons” (pp. 313, 317) and the
concept of Gestalt isomorphism (see Lehar 2003). First, I provide context
for this theoretical framework as it pertains to archeophisomorphic theory
(or for short, ArchPM theory). Second, I explain my theory by detailing
each of the two foundational components—Gadamer’s fusion of horizons
and Gestalt isomorphism—and why combining the two is important for
identifying how an ancient value may persist into the present. Third, I list
and then explain the three deﬁnitional assumptions and the elements that
comprise those assumptions. Fourth, I explain the archeophisomorphic effect
within the context of the theory being an aesthetic educational theory to
explain how an ancient social value may persist into the present through
artistic (multimedia) representations—visual and textual. Fifth, I detail a
limitation of the theory.

CONTEXT
Archeophisomorphic theory is posited as an aesthetic theory that establishes
a praxis under the auspices of a deﬁnition, assumptions, elements, and
example of aesthetics education. Aesthetics is avant-garde creativity and,
as such, tends to be idiosyncratic when students are not required to replicate
a template but are instead given examples to prompt exploration of their
own style. As such, this theory is part of a larger discussion. Shim (2011)
suggested:
Progressive change is predicated on (although never guaranteed by) uncovering
and understanding as fully as possible the social, political, and economic
organization of the world, which is always mediated by individual selves
who are located within the world in speciﬁc ways. (p. 742, parenthetical and
emphasis in original)

The product tends to matter more than the process in audience perception
when artistic representation is focused through a curricular lens. This may
be seen when analyzing media portrayal of values—mediated through
artistic representation—where the product is the representation itself. The
theory that I have developed is what I call archeophisomorphic theory.
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With archeophisomorphic theory (also referred to as ArchPM), the
“borderlands” of teacher education and the potential of social aesthetics
are brought into focus: aesthetic development, aesthetic training and presentation, and the generative potential of an aesthetically responsive curriculum. In doing so, teacher educators may achieve what Tough (2012)
suggested of “grit” for improving quality of life and what Hokanson and
Karlson (2013) called “grit or creativity in a knowmadic society” (p. 112).
Art theorist and historian Anne D’Alleva (2012) suggested this
“knowmadic” grit in taking the imagination and applying it to knowing a
phenomenon:
Ideally, working with theory enables you to think more deeply and critically
about your research topic and better prepares you to analyze arguments in the
literature, synthesize different perspectives, evaluate arguments, and develop
your own interpretation with subtlety, rigor, and imagination. (p. 156)

As a form of communication, the arts have substantial potential as a teaching
and learning process to augment learning across the curriculum. In this
study, I focus on an example of applying ArchPM to a social studies unit on
medieval culture for middle school students. The implementation of this
theory on curriculum design should prompt the archeophisomorphic effect
in which learning outcomes are achieved through an aesthetic design that
integrates the arts with core subject content, such as social studies. This
recontextualizes Gadamer’s (1975/2013) notion of the “genuine knowledge of essence” (p. 119) to apply the theory developed in this study.
Archeophisomorphic theory addresses the essence—or end objective of a
core subject lesson—through an aesthetically responsive design, in that
students achieve the goals consistent with state learning standards while
the individual aesthetic may be celebrated concurrently. The learning standards are the essence from the state perspective, while the creativity of
students is simultaneously the essence from the perspective of an aesthetics
educator. A harmony is thus achieved between two vantage points. Both the
state and the classroom are revered together and aesthetics is a connector
between and across different cultural zones, from the legislature to the
classroom. This researcher uses archeophisomorphic theory to unpack artistic presentation of a social value to operationalize aesthetics to achieve
learning goals across core K-8 subjects. A picture book is one of many
examples of operationalization of archeophisomorphic theory.
Gadamer (1975/2013) suggested that what “is operative in artistic
presentation is recognition, which has the character of genuine knowledge
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of essence” (p. 119). Archeophisomorphic theory operationalizes this concept by fusing the concept of the Gestalt isomorph and the cardinal virtue of
reverence as an ancient value that is based on this will persist into the present
through a systematic artistic representation. The Gestalt image can be what
may appear as either an optical illusion giving form to shape, or it may be
that another form emerges from a different form depending on the vantage
point of the trained observer, or it could be the replication of an image in
reverse whereby one half of the image mirrors the other half when folded
(Lehar 2003). The third variant of the Gestalt image is most applicable
because of its metaphor for cyclical time in which an ancient value such as
reverence is mirrored across time—reverence persists with similar characteristics, but those characteristics are expressed differently.
Archeophisomorphic theory is the conceptual framework of the study
and is simultaneously itself a ﬁnding in this study; it is an aesthetic curriculum theory for establishing an aesthetically responsive curriculum. This adds
speciﬁcally to the lines of inquiry into arts-integration for K-8 generalists
discussed by Oreck (2004) and Frawley (2013). Establishing aesthetics
across teacher education programming likely necessitates an efﬁcient
praxis—the bridging of theory and practice—that is a change in process of
curriculum design that this study posits. What Joseph et al. (2011) called
“reculturing” (p. 57) applies to this study, because implementation of an
aesthetically responsive curriculum in K-8 ﬁrst requires a critical understanding of K-8 preservice teachers’ perceptions of the arts as an integral
component of aesthetics. This study addresses this critical component.
Teacher education, and more speciﬁcally, teacher induction programs
(see Ingersoll 2012), is the structure in which creativity should be introduced, because it is here that teachers can explore aesthetics more safely as a
quasi-experimental space for creative curriculum. Induction programs in
teacher education prepare newly admitted students for their practicum and
coursework and include professional development for ﬁrst- and second-year
in-service teachers (Ingersoll 2012). Induction suggests a systematic introduction to becoming a teacher for teachers early in their career, and so it is
through induction that the style of the teacher education program is set
(Ingersoll 2012). Michael Parsons (1990) suggested that there was a duality
in aesthetic literacy in which the art histories were malleable and dynamic
rather than ﬁxed, which formed a basis for the call “that a knowledge of
aesthetic development is necessary for curriculum planners” (p. 146). Timothy Frawley (2013) called for discussion in ways teacher-researchers may
apply aesthetics to teacher education. This research is primarily an answer to
that call. This study establishes a theory and technique of initiating an
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aesthetically responsive curriculum design. I theorize how aesthetic teacher
identity can be fostered in teacher education through the philosophically
arts-informed perspectives of aesthetics. The goal is to generate aesthetic
awareness in preservice teachers through artistic representations across curricula from a systematic, theory-driven approach. This is part of what I call
the archeophisomorphic effect that establishes an aesthetically responsive
curriculum design.

ARCHEOPHISOMORPHIC THEORY
The foundations of archeophisomorphic theory are inﬂuenced by the concept of isomorphism in Gestalt psychology (see Lehar 2003) and Gadamer’s
(1975/2013) hermeneutical concept of the “fusion of horizons”
(pp. 313, 317) and its related practice in ontological “play” (p. 107). I
acknowledge Gestalt theory’s limitation as a theory rarely used in the context
of clinical psychology; however, for the purposes of this sociocultural study,
Gestalt isomorphism has relevance (see van Leeuwen 1989; Lehar 2003;
K€
ohler 1947/1992; Stadler and Kruse 1994, for discussion of the evolution
of Gestalt psychology). Gestalt isomorphism—from the Greek isos (“same”)
and morphe (“form”)—is of value here primarily for its use in the visual arts
where an image is mirrored on the other side of the paper forming a cohesive
image—seemingly historical, yet ﬂipped, and thus different (Lehar 2003).
This has special application to teaching social studies content in which
history is one of the subjects of the ﬁeld of social studies.
Toward Combining the Gestalt Isomorph and Gadamer’s “Fusion
of Horizons” The Gestalt image is a metaphor for how historical concepts
can be presented today in the classroom in which manifestations of history—how society arrived at this point—can be bridged with current culture
so that students may be able to identify how the past may still be relevant to
understanding why society is the way it is today. Although there are other
Gestalt isomorphs, this is primarily the basis of its understanding. This study
is at a nexus between identifying and examining a cultural value both
historically and philosophically, and examining a cultural value as inﬂuential
today. However, Gestalt isomorphism and Gadamer’s (1975/2013) hermeneutics are insufﬁcient in and of themselves to explain: (1) the persistence
of material culture as ways of expressing identity, and (2) how and why
those values retain similar form yet manifest in practice through different
expression in the modern context—the isomorphic image in social studies
curriculum. Therefore, I posit archeophisomorphic theory (ArchPM).

ARCHEOPHISOMORPHIC THEORY

archeo

Ancient, prehistoric

phi

Philosophy of...

iso

same

morph

form

7

The archeophisomorph

Fig. 1.1

The morphology of the conceptual term archeophisomorph

The basic morphology of ArchPM is as follows: archeo for ancient,
prehistoric, or “long ago”; phi for philosophical; iso for same; morph for
form (see Fig. 1.1).
Archeophisomorphology is the study of cultural values as expressed
through contemporary curricula within the current and recent cultural
context. This includes studying how cultural values have been—and continue to be—expressed and applied in contemporary time through philosophical preference for grafting cultural components of the past into the
present. Such a value or value matrix—such as the chivalric ethos—is an
archeophisomorph (see Fig. 1.2).
The curricular archeophisomorph can be studied in alignment to K-12
state learning standards or Common Core State Standards through
archeophisomorphic theory. This is an aesthetic curriculum theory in
which its effect can be implemented in curriculum design, such as an artsintegrated social studies unit on medieval culture. The process transforms
retro components as they merge with a modern democratic society.
Although this may appear anachronistic at ﬁrst, such values tend to enter
the present in modiﬁed or reimagined forms through the informal curricula
of popular audio-visual media (Ashton and Kline 2012; Pugh and Aronstein
2012; Carr and Harrison 2015).
Gadamer (1975/2013) asked: “Why do we speak of the fusion of
horizons and not simply of the formation of the one horizon, whose bounds
are set in the depths of tradition?” Gadamer posited that “understanding
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Fig. 1.2

Visual outline of archeophisomorphic theory

becomes a scholarly task . . .necessary to work out these circumstances as a
hermeneutical situation” (p. 317), and the projection of a “historical horizon, then, is only one phase in the process of understanding” (p. 317).
Lehar (2003) similarly suggested of Gestalt isomorphic visual representation that:
In a global sense there are peculiar distortions apparent to the percipient
which are caused by this deformation of Euclidean space, for although the
sides of the road are perceived to be parallel, they are also perceived to meet at
a point on the horizon. (p. 399)

The Pythagorean theorem is a mathematical concept, for example, that can
be taught through an ArchPM approach in which the reverence for numbers is a basis for the Pythagorean concept.
Fuse the initially disparate horizons of perspective together and a new
pattern emerges for application to arts-integrated social studies curriculum
in how to understand why a social concept could persist through preservation in artistic representation that was aesthetically conveyed through
the updated expression of the value of the chivalric ethos in the present.
Do understand that such a phenomenon is itself a combination of exegesis
and dissociative behavior in order to analyze the self from a relatively dispassionate perspective. I call this the archeophisomorphic dissociative self-analysis.

ARCHEOPHISOMORPHIC THEORY

9

This preserves the self while analyzing the social inﬂuences external to the
self that augments the personality. It is a preservation technique so that
self-reﬂection may commence from the present and uncover social artefacts from the past that inﬂuence the present personality construct. Such a
preservation in an American popular culture context could be possible
because of the “same form”—the isomorph—that tended to be established
in childhood through the inﬂuence of Disney’s artistic representation. In
this case, the chivalric ethos is based on its history but transformed
through an updated expression of the underlying value that generated
the desirable attributes of a given value. Just one of many examples was
Disney et al.’s (1937) movie character Prince Charming, which was
recently updated again in the television series Once Upon a Time (see
Kitsis et al. 2012). This is one representation, and there are competing
negative portrayals, including Giroux and Pollock’s (2010) critique of
Disney as a corporation that promulgates stereotypes through movies
and toys marketed to children.
The artifacts of values promulgated through the Disney aesthetic are
suggestive of what Blumenfeld-Jones (1997) called a “species of play”
(p. 319) in which making art and perceiving works of art are a dialogical
process that generates new meaning. It is important for preservice teachers
to be encouraged to make art as part of the process of understanding core
subjects so that they may be more comfortable with the arts as a form of
teaching and learning in their future classrooms. “This suggests that the arts
may be educationally justiﬁed,” according to Blumenfeld-Jones (1997),
“because of the ways we can understand ourselves and live in a particular
way through the making of our own art works” (p. 319). ArchPM is a
theory for this understanding of the force of aesthetics in teacher education
for promulgating and changing perceptions, and here this is why ArchPM is
of particular relevance for social studies curricula, and why the making of art
and the critiquing of art is integral to the process of ArchPM (see Fig. 1.2).
Assumptions Reverence is assumed here to be a cardinal virtue, because it is
a virtue or value shared across civilizations and across time, though its
expression differs according to the local culture (Woodruff 2001; Garrison
and Rud 2009; Rud and Garrison 2010). Three deﬁnitional assumptions
form the superstructure of archeophisomorphic theory: (1) The past is part
of social awareness in which ancient or even prehistoric cultural values
continue to be applied (in modiﬁed forms) in contemporary society,
(2) values tend to retain some of their root characteristics through artistic
expression even as other components of the expression of that value evolve,
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and (3) social thought tends to be cyclical rather than strictly linear. The
archeophisomorph is a more or less ancient value or value matrix that is
melded into the present culture. These three deﬁnitional assumptions of
superstructure are summarized into deﬁnitional efﬁciency terms: (1) continued application, (2) root characteristic retention, and (3) cyclicality through
aesthetic representation. Within those deﬁnitional assumptions of superstructure, there is one primary assumption: The assumption of modiﬁed
persistence. This assumption consists of two elements: (1) An ostensibly
anachronistic value must be founded on the cardinal virtue of reverence to
persist into the present (see Woodruff 2001; Garrison and Rud 2009; Rud
and Garrison 2010, for discussion of reverence as a cardinal virtue), and
(2) the value will retain its core characteristics on the basis of the cardinal
virtue of reverence through a modiﬁed aesthetic expression or aesthetic
manifestation of the given value.
Overview
This section is divided into the following discussion foci: a review of the
literature on the history and philosophy of chivalry and its operation
through medieval knighthood and contemporary popular culture, a review
of the Victorian era as a conduit for retro educational philosophy, a review
of the literature on teacher identity formation, and a conclusion that ties
together the three sections of literature for contextualizing this study as a
research strand with implications for the transfusion of culture. This chapter
covers three sections of literature to provide context for the overall social
historical background of the study and tie together the “horizons”
(Gadamer 1975/2013, p. 313) of the chivalric ethos for contextualizing
the case study so that I can “examine and reﬂect on the norms and values
that have direct and unforeseeable inﬂuences upon schooling” (Joseph et al.
2011, p. 4). Cord Whitaker (2015) raised further questions for a revaluation
of medieval studies using critical lenses in an article published in
postmedieval: a journal of medieval cultural studies. This study is, therefore,
interdisciplinary as it addresses history with psychology and a concept that
was brieﬂy mentioned by Weinstein et al. (2004): “Management texts may
give some attention to students who are culturally different . . . but there is
virtually no recognition that European American students and teachers are
also cultural beings” (p. 26). This spoke to some of the context that should
be addressed in a diverse society. This was a fascinating statement; it seemed
to beg the following question: What are identifying or organizing cultural
characteristics or customs that are shared by the students and teachers such
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as those discussed by Weinstein et al. (2004)? Gradually, the proverbial
puzzle pieces or horizons came together to form a coherent answer. One of
the organizing cultural customs that seemed to be widely understood
appeared to be the concept of a chivalric ethos. This concept seemed to
anecdotally span across cultural groups as a commonly held American
understanding that transcended ethnicity and race as a combined similar
cultural inheritance from Europe (e.g. the chivalric ethos), Japan (e.g. the
Samurai ethos), and Indigenous nations of North America (e.g. warrior’s
ethos), and similar traditions from Africa, South America, India, Australia,
and the Paciﬁc islands. A common understanding of chivalry—as a
theoretically favorable, positive, and desirable custom or characteristic—
emerged in this study (as presented in the empirical case study chapter) as a
commonly held cultural understanding among men and women. Various
traditions from across Earth seem to have overlaps, as brieﬂy noted above,
and these overlaps allowed for the United States’ “melting pot” culture to
attribute the most desired qualities of each tradition under the banner term
of chivalry. At points in this literature review, I insert my analysis to thread
my research argument through the various ﬁelds of literature and provide
foundation for why the scholarly literature and popular cultural pieces are
relevant within this discussion. Archeophisomorphic theory provides a
framework for addressing questions of temporal displacement, cyclicality,
and retrieval for reimagined cultural artifacts, as there seems to be a growing
interest in cultural retro-futuristic fusion that poses questions of an individual’s inherited identity and its malleability to time and space rooted in
understanding of reclamation for present and future social development.
This literature review establishes the context for chivalry’s conceptual longevity and widely recognized status as a popular cultural custom and characteristic considered desirable by the participants in this study—notably including
preservice elementary teachers.
The Avant-Garde Is to Aesthetics as the Scientiﬁc Method Is
to Science Fostering creativity in K-8 teacher education is likely to be an
avant-garde process, because, as D’Alleva (2012) suggested, arts-informed
theories of a phenomenon may be partially predicated in poststructural
notions. The avant-garde is to aesthetics what the scientiﬁc method is to
science, which is to say: The uniquely unusual is to the nebulous symbolism
of the visual and musical what rigid normativity is to the observably replicable. As such, this section explores a summary of what contextualizes
ArchPM.
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Teaching creativity can sometimes have opaque outcomes that are not
readily recognized by predetermined formal assessment measures such as
standardized tests and similarly static evaluation instruments. Nevertheless,
formal assessment of creativity is needed for validation and transferability.
This challenge is in the intellectual risk-taking of creating and presenting
arts-informed theories such as ArchPM. According to D’Alleva (2012),
arts-informed methods have intellectual roots in multiple dimensions such
as those of Deleuze’s discussion of imagination and temporality. Barthes’
(1971/2007) discussion of the signiﬁed and the signiﬁer is also of note here
because of an understanding of how a work tended to be understood mostly
through either philology or hermeneutics. And so, this discussion comes full
circle back to aesthetics as both philosophical inquiry and art inquiry.
Applying philosophy—or the phi in archeophisomorphic theory—is more
about hermeneutical approaches to knowing (see Gadamer 1975/2013)
and applying aesthetics to, and across, the curriculum.
Aesthetics is part of quality of life, because aesthetics is learning through
application of the imagination, the entertainment of the senses, and the
development of style. These things are not separate from time or place and
so the archeo in ArchPM theory is necessary for understanding retro style
and ironic style that can juxtapose media to challenge the senses to learn and
adapt. Part of the learning process, then, is through the stimulation of the
visual and auditory senses to provoke thought, or in the words of Hokanson
and Karlson (2013), learning is through knowing. And to know is to do—
even if that doing is in the imagination only (Holmes 2010).
According to D’Alleva (2012), the reader and viewer of an illustrated
book interpret the images or pictures, “because pictures are not natural or
self-evident, but created according to a ‘pictorial language’ that must be
deciphered” (p. 37). Some picture books “are so rich that they spark endless
debate and interpretation” (D’Alleva 2012, p. 37). The many possibilities
that artistic representations allow are foundational to arts-integration being
important as a generative process in teaching and learning (BlumenfeldJones 1997). Sometimes, a teacher will want to encourage long processes of
interpretation, because the challenge of interpretation is like a puzzle in
which students must adapt their skills to the ever-emergent challenge of
interpretation of that which is both pictorial and contextually ambiguous
because of a temporal shift in which what was created years ago may have a
different context when placed in the present. Sometimes, though, a teacher
may want to provide relatively quick approaches to interpretation in which
students learn patterns and apply those patterns to images to efﬁciently
identify and categorize. Both approaches are important for identifying and
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interpreting the templates of times past and for identifying potentially new
processes.
To emphasize that the arts are within everyone, arts-integration should
be systematically embedded in teacher education, beginning with induction. Preservice teachers and in-service teachers can enact creativity when
teacher educators explore the arts themselves and then foster that exploratory creativity across subjects. ArchPM theory—when viewed as a part of
what Rud and Garrison (2010) called a reverence for teaching and leading—undergoes modiﬁcation through formal and informal curriculum to an
original form of what Lave and Wenger (1991) suggested of the apprenticeship. What P. B. Joseph et al. (2011) called the “implicit”—or informal—curriculum has some intellectual roots in the apprenticeship model
that combined training and education into one component that was called
the apprenticeship, in which apprentices worked under the direction of a
master at the given craft. The credential was not in the form of a diploma,
per se, but was in the experience of the apprenticeship in which the completion of the apprenticeship conveyed a skill set that the individual could
then independently conduct the craft and improve through its practice.
The arts are very much at the nexus of training and education in which a
practitioner of the arts need not necessarily have what Waks (2014) alluded
to as “factory school” (p. 188) credentials. The autodidactic potential of the
arts is a major example of why internships or apprenticeships tend to make
more sense in what Waks (2014) calls the emergence of “Education 2.0” in
which: “The Internet, in short, has dramatically reduced transaction costs
for bringing even those without diplomas onto work teams. It has also
sharply reduced management costs, as workers use it to self-organize for
collaboration” (p. 61). The modiﬁcation of the apprenticeship is to
foster what I refer to as the “sandbox” style of teaching and learning in
which the teacher provides materials, tools, and an introduction to those
materials and tools while the students create from their own aesthetics. The
same applies to teacher educators who can create curriculum as a product
based on aesthetic awareness, which itself means that teachers experiment
with the arts and become artsy. The product of ArchPM theory is what I
call the archeophisomorphic effect. The isomorphic image of a past style of
art, such as intaglio, can be modiﬁed by a creative inquirer into a new
impressionism or perhaps something without a label of the past. This is
to say that the image of the past—that which is considered a “traditional”
or “established” art form—is mirrored onto the present. This mirroring
creates a similar, yet differently situated imaged, and so the isomorph is
formed.
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To teach arts-integration is not to teach ﬁne art; it is to teach creativity in
which the ﬁne arts and craft arts are part of the process of learning and
applying that learning to create (Jalongo and Stamp 1997). It is in the
fostering of creativity that teachers may be released in part from the burden
of the factory school’s rigid credentialism (see Waks 2014, for discussion of
the factory school model) and what philosopher Jacques Rancière
suggested—according to Tyson Lewis (2014)—was the “ossiﬁcation, or
institutionalization of certain sensible hierarchies” (p. 3). Lewis (2014)
summarized a purpose of educative creativity based on the work of
Rancière. For Rancière:
The rupture that deﬁnes politics is always an aesthetic disﬁguration of conventional distributions of who can speak and think, what can be seen, and ﬁnally,
what can be heard. In other words, what genuine political and artistic acts share
is a creative labor to introduce new forms of speech and activity that challenge
the distribution of allotted roles in a given society. (Lewis 2014, p. 3)

Echoing a related application to K-8 teacher education, Gelineau (2012)
asserted: “a teacher need not be an artist, musician, dancer, or other arts
professional in order to provide a nurturing arts climate that will vitalize the
learning process” (p. 12). With an understanding that all teachers have the
arts within, they should be encouraged to unlock their creativity and teach
through the arts. In doing so, they will likely encourage their students to be
creative. Didactic learning is, thus, mediated through individual creativity.
Indeed, Mary Renck Jalongo and Laurie Nicholson Stamp (1997) championed
the notion that teachers who are not arts professionals can and should foster
aesthetics in the classroom through arts-integration across the curriculum. For
example, Jalongo and Stamp (1997) explain: “Mr. Brody, a student teacher, is
a good example . . . By sharing his enthusiasm for art with the children (rather
than by being a professional artist himself) Mr. Brody has contributed to
children’s aesthetic education” (p. 17, parenthetical in original). Aesthetics
can improve quality of life, and elementary teacher education programs should
promote aesthetics as an integral component of teacher education so that when
they become in-service teachers, they will celebrate students’ creativity as
aesthetic process and aesthetic product. This is an important consideration
that should be integral to elementary teacher education.
Aesthetic representations of a value—as expressed through artistic representation—also seems to have parallels in theories of biological evolution
that Jablonski (1986) called the “Lazarus effect” (also see Evans and Hecht
1993, p. 323) to describe how a species can reappear after a long absence
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from the known ecosystem. The cultural equivalent of this seemed to need a
name, so I posit that a social value can reappear after a long absence from the
known cultural system and this can be called the archeophisomorph. This is a
cultural reimagining based on cyclical reanimation based on material culture
as much as on the social culture that material artifacts represent. In other
words, ancient social values and cultural elements can be partially
reanimated—though not fully replicated—by grafting ancient or
old elements onto the present culture. Liz Rex and Christine Woywod
(2014) suggested: “A basic concern of material culture studies is that
there are objects so integral to our lives that we sometimes forget to
consider their meanings” (p. 40). Practices such as themed scrapbooking,
the construction of monuments, and the immersive neomedievalist environment of Medieval Times Entertainment company’s restaurant chain
Medieval Times Dinner and Tournament may not initially be considered a
ﬁne art in the traditional high fashion sense; however, it seems to be what Rex
and Woywod (2014) called “vernacular” art. More speciﬁcally, those examples are aesthetic ways of acting. It is vernacular art that forms a part of the
foundation for material culture in which generalist preservice K-8 teachers
can immediately see themselves as aesthetic agents and members of the arts
world. Rex and Woywod (2014) asserted that “[M]aterial culture approaches
to art education broaden the scope of relevant objects and practices considered” (p. 40). Emphasizing and celebrating every student’s vernacular art is a
way to encourage K-8 teachers to integrate the arts across the curriculum.
What I call the archeophisomorphic effect is more than the mere
reappearance of a social value; it is a cultural retrieval, reestablishment,
and modiﬁed reanimation of a value perhaps thought to be anachronistic
but still able to take root in the present. This is of critical importance to
understand for its implications for the school environment. This goes far
beyond the mere reemergence of Leonardo da Vinci’s artwork going from
obscurity to prominence (Bark 2009) or Cervantes’ Don Quixote (see Carr
and Harrison 2015). The archeophisomorphic effect has profound, yet
often subtle, effects on daily life that can lead to major cultural phenomena
of social reanimation. When artistic representation of an ancient or older
social value is modiﬁed for enactment in the present by aesthetically accentuating its perceived desirable characteristics—that may be ahistorical—then
that value is promoted and persists. Social “evolution” may be contextualized as a cyclical process rather than a simple linear process.
Gadamer (1975/2013) suggested ideas that partially prompted this path
with his discussion of “ontological play” (p. 106), which can be a horizon
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upon which an individual and, perhaps more importantly, a group can
engage in aesthetic ways of operating within social structures
(Blumenfeld-Jones 1997). John Dewey (1934/2005) suggested: “There
is always a gap between the here and now of direct interaction and the past
interactions whose funded result constitutes the meanings with which we
grasp and understand what is now occurring” (p. 284). My application of
Gadamer’s (1975/2013) hermeneutical perspectives are central to this
theoretical framework. Hamlin et al. (2007) suggested further context—
that may be adapted to Gestalt isomorphism—in their study of
social encoding in preverbal infants based on visual cues. The formal curriculum can be modiﬁed through an informal curricular process. It is in the
social curriculum of formal and informal sources that cyclicality may be
analyzed for identifying whether an ancient social value has been modiﬁed
for present use.
In sum, the archeophisomorphic effect is the outcome of the theory
in which I provide an aesthetic curricular context as an example. An
archeophisomorph is the operationalization of retro cultural cyclicality
that is inferred at the nexus of Gadamer’s philosophy and Gestalt psychology. Archeo is used on the basis of Hawkes’ (1954) contention and spelling:
“Archeology can create what anthropology cannot escape [in] the intellectual need of, namely, a sound critique of the comparative method in its
reasoning” (p. 168). In other words, there is always possibility for new
interdisciplinary approaches that adapt archeology. Michel Foucault
(1972/2010) applied creative discursive analysis in The Archaeology of
Knowledge. The philosophical inspiration is derived from Gadamer’s
(1975/2013) discussion of “ontological play” (p. 106) and the “fusion of
horizons” (p. 317) in the hermeneutical sense where dichotomous values
and labels can become disrupted and even transformed. Aesthetic education
is important for preservice teachers to become more invested in artsintegrated methods of teaching and learning as they can engage in ontological play through the arts and develop their aesthetic identities in practice
to foster creativity across the curriculum.
The Phi in Archeophisomorphic Theory Archeophisomorphic (ArchPM) theory is situated in the ﬁeld of aesthetic theory which is both philosophical
inquiry and arts-informed inquiry (see Goffman, 1959, for performance
identity; Greene, 2001, for a deﬁnition of aesthetics education; Wiebe
et al., 2007, for the arts as a lens of understanding; Frawley, 2013, for
aesthetic theory in teacher education). Greene (2001) suggested that an
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aesthetic approach to learning is to notice seemingly isolated incidents or
cases and then identify potential intricacies of pattern. As such, this is in the
tradition of qualitative inquiry that is avant-garde and at home in the
Deweyan style. Angela Marsh (2004) contended that “John Dewey mandated the repositioning of our experience of art within the realm of the
everyday” (p. 91). Jim Garrison (1997) noted that Dewey’s inﬂuence on
qualitative inquiry deﬁed “prevalent assumptions about the nature of
thought” (p. 101) because, for Dewey, “existence is an event, an indeterminate temporal process, deﬁned as a transaction between organism and
environment” (Garrison 1997, p. 101). This study is further rooted in a
qualitative inquiry that Norman Denzin and Yvonna Lincoln (2005)
deﬁned as: “A complex, interconnected family of terms, concepts, and
assumptions” (p. 2) to explore and examine social phenomena through
the use of “semiotics, narrative content, discourse, archival and phonemic
analysis, even statistics, tables, graphs, and numbers” (Denzin and Lincoln
2005, p. 7). As such, ArchPM theory itself engages in ontological play with
memory (Gadamer 1975/2013).
Grounded in aesthetic theory, this study’s theoretical framework is predicated on archeophisomorphic theory that is rooted in a combination of
(1) Gestalt isomorphism (see Lehar 2003) and (2) Gadamer’s (1975/
2013) “fusion of horizons” concept. I intertwine these two perspectives
to establish identiﬁcation and analysis of the latent value of the chivalric
ethos surviving into the twenty-ﬁrst-century context of classroom life based
on society’s tendency to maintain certain values through a veiled sameness.
To combine these perspectives is—taking Gadamer’s metaphor to its next
iteration—to imagine and cross a conceptual event horizon where a latent
value is identiﬁed and brought to the surface for analysis. The use of
discourse analysis methods (see Gee 2011; Foucault 1972/2010; Iverson
2010) in this study further pushes Gadamer’s (1975/2013) assumption of
the heuristic hermeneutic beyond its borders toward a conceptual event
horizon that promotes creativity in curriculum development. As such, the
concept of the conceptual event horizon is theorized here on the basis of
approaching the theoretical limits of Gadamer’s (1975/2013) hermeneutical concept of what he called the “fusion of horizons” (Gadamer 1975/
2013, p. 317). This concept was a “basis for intersubjective understanding”
(Burbules 1993, p. 113) that I combine with isomorphism—the same form
expressed differently depending on visual perspective (see Lehar 2003) or,
stated another way, the isomorph is the sameness between two phenomena
in a different context (see Stadler and Kruse 1994). By doing so, a core
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understanding of the persistence of an ancient ethos in the United States
may be elucidated and implications for curriculum may be established.
Gadamer (1975/2013) applied the concept of horizons as a way of
understanding situational social complexity. Gadamer (1975/2013) noted:
Every ﬁnite present has its limitations. We deﬁne the concept of ‘situation’ by
saying that it represents a standpoint that limits the possibility of vision. Hence
essential to the concept of situation is the concept of ‘horizon.’ The horizon is
the range of vision that includes everything that can be seen from a particular
vantage point. Applying this to the thinking mind, we speak of narrowness of
horizon, of the possible expansion of horizon, of the opening up of new
horizons, and so forth. (p. 313)

I posit that archeophisomorphic theory is a new horizon in aesthetic curriculum theory in which the hermeneutic of an ancient value can be identiﬁed through a survey instrument in which participants inform the
researcher of their vantage points. The researcher then contextualizes participants’ particular vantage point through an evaluation of informal and
formal curriculum. Gadamer (1975/2013) framed the concept of horizon
within hermeneutical terms:
Since Nietzsche and Husserl, the word has been used in philosophy to
characterize the way in which thought is tied to its ﬁnite determinacy, and
the way one’s range of vision is gradually expanded. A person who has no
horizon does not see far enough and hence over-values what is nearest to him.
On the other hand, ‘to have a horizon’ means not being limited to what is
nearby but being able to see beyond it. A person who has an horizon knows
the relative signiﬁcance of everything within this horizon, whether it is near or
far, great or small. Similarly, working out the hermeneutical situation means
acquiring the right horizon of inquiry for the questions evoked by the
encounter with tradition. (p. 313)

Applying Gadamer’s (1975/2013) concept of the horizon to education is
important for providing a framework for conceptualizing the intricacies of
the crisscrossing psychological and sociological pressures. This has implications for understanding aesthetic identity as a temporally disjunctive process
based on the textual, the audio-visual, and what Lisa Mazzei (2004) called
the “silent listening” in discourse analysis.
The present educational context tends to be in continual ﬂux; therefore,
identity in education is rarely static. In describing an experience of
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understanding identity as process, Gadamer (1975/2013) posited that “the
horizon of the present is continually in the process of being formed because
we are continually having to test all our prejudices” (p. 317). Gadamer
(1975/2013) asserted:
An important part of this testing occurs in encountering the past and in
understanding the tradition from which we come. Hence the horizon of the
present cannot be formed without the past. There is no more an isolated
horizon of the present in itself than there are historical horizons which have to
be acquired. Rather, understanding is always the fusion of these horizons
supposedly existing by themselves. (p. 317, emphasis in original)

I identify an aesthetic horizon in the vantage points of preservice K-8
teachers based on a contextualized grounded theory analysis. It is in
Gadamer’s (1975/2013) following question and response that the framework for ArchPM fuses with Gestalt isomorphism:
If, however, there is no such thing as these distinct horizons, why do we speak
of the fusion of horizons and not simply of the formation of the one horizon,
whose bounds are set in the depths of tradition? To ask the question means
that we are recognizing that understanding becomes a scholarly task only
under special circumstances and that it is necessary to work out these circumstances as a hermeneutical situation. (p. 317)

This is the central tenet of the phi in archeophisomorphic theory. Gadamer’s
(1975/2013) concept of fusion of horizons (German: Horizontverschmelzung)
suggests that individual existence is neither totally unique nor without
uniqueness. It is, rather, a middle way that disrupts binary thinking. Inferred
in Gadamer’s (1975/2013) concept of fusion of horizons seems to be that
individuals tend to be situated within a dialogical context. With this understanding, survey instruments are a major part of the inquiry for this study to
provide additional evidence for the archeophisomorphic effect that is situated as a contribution primarily to aesthetic curriculum theory in teacher
education (see Frawley 2013).
The Isomorph in Archeophisomorphic Theory The archeophisomorph is an
ancient or prehistoric or “long ago” value that temporally ricochets through
aesthetic representations of components of the value’s iso (‘same’) morph
(‘form’) today. The limitation—or caution—for archeophisomorphology is
rooted in its partial reanimated anachronism in the aesthetic form of the
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visual and performing arts, because artistic representation of texts can be far
more powerful than a written text by itself (Strickfaden and Vildieu 2014).
Archeophisomorphology, then, is rooted in isomorphic imagery—a visual
representation mirrored similarly between and across times to replicate
portions of informal and formal curricula. Implications are especially prominent for arts-integrated social studies curricula.
The material culture of the past—the artistic representations of culture—
are celebrated in museums while simultaneously being cherished and
debated as the media of intra-cultural and inter-cultural communication
(see Dietler 1994; Marsh 2004; Nystrom 2006; Price and Feinman 2008;
Dudley 2010; Strickfaden and Vildieu 2014), and reiﬁed in popular media
while subsequently interfacing within formal curriculum and informal curriculum of the classroom and the household. Popular media is a representation of informal social studies curriculum, because popular media uses the
visual arts and musical arts to convey social expectations and generate social
desire for material and non-tangible goods. In short, popular media—such
as Disney et al. (1937)—have long appealed to the visual and musical
representations of the past for a monolithic aesthetic in which philosophy
and the arts are united toward an informal curricular goal. It is in that fusion
of horizons—to use Gadamer’s (1975/2013) terminology—that the one
mirrors onto the other, as a Gestalt isomorph, and projects across the social
environment of the school.
A key example of an archeophisomorph is the chivalric ethos as portrayed
in the Disney aesthetic. For example, Disney et al.’s (1937) Snow White and
the Seven Dwarfs was mirrored into the twenty-ﬁrst century in Mercer,
Patel, Roth, and Sanders’ (2012) remake Snow White and the Huntsman.
The dynamics of the characters, such as Snow White and the Prince were
mirrored—similar archetypes, yet situated with some variation of perspective in which the values remained essentially unchanged while their representation in visual and lyrical linguistics were updated for the twenty-ﬁrst
century.
Pulitzer Prize-winning journalist Ron Suskind (2014), for example,
suggested that students brought Disney culture with them into school
and that it was helpful for some students with autism because of
Disneyland’s cohesive artistic and upbeat atmosphere that translated the
form of the movie into the form of a physical person in Disneyland. Gillian
Furniss (2008) included a Disney-inspired drawing—made by a student
with Asperger’s syndrome—on the front page of her article “Celebrating
the Artwork of Children with Autism” published in Art Education. The
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Disney aesthetic is generally unitary and its strength tends to be in its
integration of the visual, musical, and performing arts into a cohesive
culture that acts as an informal curriculum synchronizing effectively with
the formal curriculum of the school.
The Archeo in an Archeophisomorph The arts tend to be both enmeshed in
history and simultaneously part of society’s process of redeﬁnition and
future (Carrier 1987; Gelineau 2012). Gelineau (2012) suggested that art
communicates stories as much as history. Art and history are communication
and, as such, are fused together. How this fusion is used has been under
debate. Berk and Galvan (2009) called for a “rethinking” of institutions and
the inﬂuence of the individuals who comprise them “experientially, and as
Dewey does, conceptualizing rules as skills” (p. 575). John Dewey (1934/
2005) suggested in Art as Experience: “There is always a gap between the here
and now of direct interaction and the past interactions whose funded result
constitutes the meanings with which we grasp and understand what is now
occurring” (p. 284). Therefore, according to Dewey (1934/2005), that
“gap” between the past and present has “risk” (p. 284).
Likewise, some scholars in anthropology (see Dietler 1994; Nystrom
2006) have identiﬁed “appeals” to the past based on material culture as
risky, and cautioned against “paradoxical” (Dietler 1994, p. 584) identity
construction based on combinations of current political ideology with an
incomplete understanding of the archaeological and ancient historical
records of indigenous societies. Dietler (1994) was essentially criticizing
propaganda—itself an art form—claiming that prehistory and history have
power when reanimated by politicians; therefore, anyone using such intellectual tools for political purposes should undergo critical review based on
research studies such as Becker 2000.
The “DiNy Caution” There is a historical caution that should be considered when identifying archeophisomorphs. Nystrom (2006) noted in a
study of the infamous case of the controversial origins of the Chachapoya
culture (see Gregor 2014; Hirst 2014, for update on the controversy) that
scholars “should approach research agendas that purport to elucidate the
nature of prehistoric ethnic groups with caution” (Nystrom 2006, p. 340).
Thus, the cautions of Dietler (1994) and Nystrom (2006) are what I
collectively refer to as the Dietler-Nystrom caution or the DiNy caution.
This is a central limitation of archeophisomorphic theory and its product,
the archeophisomorph and the archeophisomorphic effect. It is good
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practice to consider the DiNy caution when discussing the effects of an
archeophisomorph and its visual representations in both the informal curriculum of popular media and the formal curriculum of workbooks,
worksheets, classroom design, and instructional style, and retro cultural
reanimations.
Dietler (1994) was rightly criticizing prejudiced ideological uses of the
past for political brinksmanship, but this does not seem to be the case with
much of the current literature from sources such as the Society for Creative
Anachronism (SCA) (2009). The SCA seemed to have sought to coalesce
the scattered constructive components of equity from past cultural elements
and integrate them into an aesthetic form for an egalitarian and constitutional, democratic society. As such, the SCA is an example of an
archeophisomorph because of the artistic approach that it took to design
textiles on a visual theme linked to its historical roots. In other words, the
SCA communicated through linguistic isomorphs and textiles, or what
Strickfaden and Vildieu (2014) called the “tactile image.” When an
observer sees a neo-medieval gown or suit of clothes, for example, the
observer may consider that visual representation as both historical and
contemporary—a “fusion” of both horizons, to borrow Gadamer’s
(1975/2013) terminology.
The DiNy Caution as Key Term in the Limitation of ArchPM Theory The
DiNy Caution is envisioned within archeophisomorphic theory as a “key
term” and “an anchor of scale” (American Psychological Association 2010,
p. 105) with the additional understanding that it is a term establishing that
the researcher has checked for potentially regressive problems in the cultural
syncretism (see Drell 1999; Dunker 2008) or reanimation phenomenon of
template replication through visual representations in popular media. The
DiNy caution should be addressed as part of sound practice in an
archeophisomorphological study. This is in keeping with the American
Psychological Association’s (APA) statement in 1994 and its reiteration in
2010:
The Publication Manual presents explicit style requirements but acknowledges that alternatives are sometimes necessary; authors should balance rules
of the Publication Manual with good judgment . . . In that sense, it is a
transitional document. (American Psychological Association, 1994, p. xxiii;
APA as cited in APA 2010, p. 5)
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Therefore, subﬁelds may change or emerge and establish new vocabulary to
explain the phenomena that is studied in that subﬁeld.
I acknowledge Gestalt theory’s limitation as a theory rarely, if ever, used
in the context of clinical psychology; however, for the purposes of this
sociocultural study in the ﬁeld of aesthetic curriculum theory, Gestalt
isomorphism has relevance (van Leeuwen 1989; Lehar 2003; K€
ohler
1947/1992; Stadler and Kruse 1994). Gestalt isomorphism—from the
Greek isos (“same”) and morphe (“form”)—is of value here primarily for
the metaphor of its art in which an image is mirrored on the other side of the
paper forming a cohesive image—seemingly identical, yet ﬂipped, and thus
different (Lehar 2003). This study is at a nexus between identifying and
examining a cultural value both historically and philosophically, and examining a cultural value as inﬂuential today.
The Archeophisomorph in Summary The present—when systematically
understood from an understanding of the past—can create a value matrix
isomorph. The scholar zooms out and a whole image comes into focus, but
only after zooming out and systematically identifying its characteristics accross
time and location (Lehar 2003). The seemingly disparate occurrences of
artistic representations throughout informal and formal curricula may go
unnoticed by the casual observer. However, when systematically analyzed—
as is done in this study—the occurrences are revealed to be a pattern of
transformative reemergence.
I use a survey instrument that I designed because it efﬁciently extracts
what Joseph et al. (2011) called the “[l]ocal experiences of visioning,
experimentation, and reﬂection that reveal reculturing as a complex process
involving interrelated elements” (p. 57). With this assumption, the critical
literature review coupled with the survey data provides the analysis of
literatures and empirical evidence to reevaluate and recontextualize what
aesthetics can be for teacher education and, by extension, K-8 curriculum.
This is under the heuristic concept of “fusion of horizons” (Gadamer
1975/2013, p. 317) in which aesthetics—being about the philosophy of
beauty and its manifestations in the built environment of museums, houses,
ofﬁces, and schools (Blumenfeld-Jones 2012)—is discussed here as a form
of communication and, as such, is a literacy that can be operationalized
through archeophisomorphic theory.
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Addressing the Debate About Aesthetic Portrayals of Values in Popular
Media When considering the DiNy Caution, as I call it, for ArchPM
theory’s limitation, it is important to address how social expectations are
represented through the aesthetic of illustrated books, movies, and toys as
part of the informal social curriculum. In this section, I apply the DiNy
Caution to a few Disney examples of aesthetic portrayal. Giroux and Pollock
(2010) and other scholars (see Coyne and Whitehead 2008; Lehr 2001)
have critiqued modern revivals of medieval and ancient fairy tales. The
debate seems to have polarized scholars. For example, Maryam
Kia-Keating and Yalda Uhls (2015) and England et al. (2011) critically
advocated a positive, or at least nuanced, interpretation of some of Disney’s
aesthetic portrayals of social values which are what I call
archeophisomorphs, and England et al. (2011) claimed that Disney movies
have portrayed “androgynous” characters. However, Giroux and Pollock
(2010), among other scholars, have been sharply critical in another way,
claiming that Disney is too often replicating outmoded social tropes.
Archeophisomorphic theory cannot fully avoid this debate, but ArchPM
is not on either “side.” Instead, ArchPM is an aesthetic theory with vast
implications for social studies curriculum in which aesthetically responsive
curriculum design can go either way in the debate depending on the teacher
who uses this theory. ArchPM is a tool as much as it is a theory and, as such,
can be utilized for individual purposes that cannot always be predicted.
Tools do not “take sides.” However, ArchPM, as a tool, can be used by
individuals who may or may not take a side to any given debate that usually
pervades society and the social studies curriculum and, indeed, the entire
curriculum across the subjects taught in school. ArchPM is a way to envision
the arts for integration across the K-8 curriculum, and especially in and for
social studies. Nevertheless, the convention of critical theory in education
(see e.g. Giroux and Pollock 2010) stipulates that any curriculum theory
intended for practice be placed within context of the critical debates surrounding schools. This section addresses this expectation.
Disney movies are an example of a popular aesthetic that forms a major
component of the informal curriculum. The audio-visual combination with
creative writing has fostered a highly inﬂuential aesthetic. Maria Tatar
(2004)—for another example of one of the origins of Disney’s new mythology—suggested that ancient and medieval Germanic folklore, while sometimes having disturbing elements and partisan political agendas, tended to
also originally emphasize values that were considered desirable for a pleasant
world. In other words, the original fairy tales, such as Snow White, were
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closer to the Disney versions, or at least they could be modiﬁed by Disney,
which Disney et al. (1937) apparently did with the old Germanic fairy tale of
Snow White (as one of many examples) to be more in parallel with contemporary vocabulary. The seven dwarves (see Disney et al. 1937), for
example, may have been interpreted as personifying a team whose duty it
was to defend Snow White from unscrupulous people who might have been
trying to take undue advantage of her. The original Germanic fairy tale,
then, could be interpreted to have had elements of defense of honor.
Identiﬁcation of values in folklore or fairy tales is an important factor in
trying to identify indigenous cultures, prehistorically speaking, in the context of a complex modern discourse (see Lehr 2001; Tatar 2004).
The idealized courtly life in Disney et al.’s (1937) Snow White and the
Seven Dwarfs and the Cinderella movies, for example, portray the knight as
servant, defender, and entertainer. Although portrayal of gendered concepts tends to be uneven and not necessarily consistent, there tend to be
patterns of children’s literature authors taking medieval fairytales and
updating their language for contemporary audiences (see Lehr 2001). It is
with this understanding that children’s literature authors such as Munsch
(1980/2002) and Hanel (2010) seemed to have written their books with a
speciﬁc reimagining of the chivalric ethos for the present and, as such,
contribute to the informal curriculum with Disney’s portrayal of
knighthood.
Disney seems less concerned with historical presentation than they are
with reimagining the past for the present (see Coyne and Whitehead 2008;
Giroux and Pollock 2010; England et al. 2011; Padilla-Walker et al. 2013;
Suskind 2014), and therein lies the key to unlocking the nexus between
these above perspectives for part of the reason for the persistence of the
language of chivalry into the present informal curriculum. Perhaps Disney—
being one of the most inﬂuential players in the social informal curriculum—
is not changing values but, rather, the expression of values. Disney’s market
share of the youth consumer market was recently inferred by Suskind
(2014), who suggested that Disney was an integral part of the informal
curriculum for acculturating children (see Suskind 2014; Padilla-Walker
et al. 2013). This echoes a theme that knighthood was a social convention
championed by powerful women sovereigns during the European Middle
Ages such as Matilda (Maude) of the Holy Roman Empire (Germany) and
Eleanor of Aquitaine (France), as well as later monarchs such as Catherine
the Great of House Romanov, and British monarchs Mary Tudor, Elizabeth
Tudor, Anne Stuart, and Victoria of House Hanover. Popular songs in the
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twenty-ﬁrst century mirror and interact with the Disney-fostered concept of
the knight that re-envision and adapt the knight-errant portrayed in medieval secular poetry (see Zeydel 1966). Katy Perry’s 2013 song “Dark
Horse” has lyrics directly referring to Disney et al.’s (1937) version of
chivalry when male singer Juicy J (Perry’s co-singer) sings: “That fairy tale
ending with a knight in shining armor” (Perry 2013). The “knight in
shining armor” stereotype seems to have been both championed and
disrupted in Disney movies and is one of the most popular forms of
transmission of the chivalric ethos in the modern age (see Giroux and
Pollock 2010; Coyne and Whitehead 2008; England et al. 2011).
When considering “chivalry,” the Disneyesque portrayal of chivalry is
generally linked to “princess” characters. Recently, the Disney movie Frozen
(Del Vecho et al. 2013) seemed to portray a version of androgyny that
England et al. (2011) suggested disrupted an old stereotype of chivalry:
“The princess characters were rescued 17 times and performed only 13 rescues in the ﬁlms. However, the prince characters were more androgynous in
the frequency of rescuing actions: the princes rescued 13 times and were
rescued 13 times” (p. 560). Overall, those data seem to suggest a
reanimation of the chivalric characteristic of service—in the cases England
et al. (2011) reviewed, chivalric service was expressed through defending a
peer who was in danger. England et al. (2011) suggested that some characters in Disney movies recently tended to have androgynous social
characteristics.
In Frozen, the two princess characters did not have to say “chivalry.”
They enacted the Disneyﬁed chivalric principles of loyalty and honor to
what Kia-Keating and Uhls (2015) suggested were the key attributes
exhibited by the two princess co-protagonists: familial loyalty, overcoming
emotional challenges in constructive ways for the community, and being
“happy and free” (para. 18). Commentators (such as Collazo 2013; Giroux
and Pollock 2010) have argued against the Disney aesthetic as an uncritically romanticized portrayal of inherited social expectations.
The aesthetic products of The Walt Disney Company are part of an
aesthetically built environment that provides the context for children to
play-act in the stylized toy-like “Magic Kingdom” of Disney Land in
California and Disney World in Florida. Many parents tend to express the
refrain: “We can’t help indulging in fantasy” (Suskind 2014). Interest in
artsy interpretations of prehistory and history today seems to be growing
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and inspiring new retro cultural syncretism that is rooted in a reimagined
past emphasizing those aspects or characteristics perceived as beneﬁcial for
contemporary culture. This popular culture trend may perhaps be a new
variant of “post-historical” (see Carrier 1987) aesthetics. Dietler (1994)
expressed the scholarly and systematic interpretation of archaeology and
history as a static thing. However, some or possibly most people tend to
interact with prehistory and the past on a dynamic basis rather than on a
systematic basis.
ArchPM as “Catalyst” for Arts-Integration in Social Studies Some art historians, according to Parsons (1990), asserted a “dual focus in the history of
art” (p. 146) in which an artist’s original intended meaning for an artwork is
“irrelevant” because “the signiﬁcance of the style” modulates depending on
local culture (p. 46). Most individuals probably tend to use the past dynamically with their present context. Groups such as the Society for Creative
Anachronism (2009) may, perhaps, exemplify a reimagining of parts of past
culture that are not really “past,” but are, rather, carefully curated for a
pleasant present. Walt Disney, himself, seemed to try to do this through
establishing a new mythology based on a romanticized cultural syncretism
via The Walt Disney Company (see Suskind 2014; Padilla-Walker et al.
2013; England et al. 2011; Giroux and Pollock 2010). The chivalric ethos,
for example—as artfully portrayed in Disney and Reitherman’s (1963)
movie The Sword in the Stone as well as Disney et al.’s (1950) Cinderella
and its sequels—was one of those cultural components that seemed to be in
process of being reimagined for a syncretistic culture rooted in a new
mythology (Gossedge 2012). As will be discussed later in this study,
Disney’s approach to medievalism is a reimagined medieval concept based
as much on (or more on) style as it is on cultural substance that seems to play
to a desire in an American audience for certain essentials of culture that may
grant a sort of culturally cognitive convergence. In a way, it is about
belonging to a group who share purpose. It is with this understanding
that ArchPM advances the arts as an aesthetic communication across time
and subjects.
An aesthetic process seems beneﬁcial for the K-8 school context, because
of its adaptability across ﬁelds to address ways to foster creativity in the
learning. This study is a reﬂection of this understanding that is—to quote
Fainstein’s (2014) recent assertion about the interdisciplinary ﬁeld of urban
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planning—“better deﬁned by the issues it addresses than by any dominant
paradigm or prescriptive approach” (Fainstein 2014, para. 3). Denzin and
Lincoln (2005) asserted practically the same for qualitative educational
research, and Lather (1993; 1986/2001) suggested similar of poststructural
validity. Through the surveys, I have come to posit archeophisomorphic
theory in which Lather’s (1986/2001) concept of “catalytic” validity
(p. 352) may be established through the curricular archeophisomorph.
Archeophisomorphic theory is a way to fuse horizons—to systematically
analyze seemingly disparate aspects of a pattern. In this case, an ancient
social value is identiﬁed and preserved through philosophical evaluation in
which its form is the same but its expression is applied differently than in its
original time. This is doing what Gadamer (1975/2013) stated of
establishing the hermeneutic experience of a continuing tradition: “It
immediately recombines with what it has foregrounded itself from in
order to become one with itself again in the unity of the historical horizon
that it thus acquires” (p. 317). I am substituting the chivalric ethos for the
“it” that Gadamer was discussing, because the chivalric ethos ﬁts Gadamer’s
aesthetic hermeneutic and is relevant for the ArchPM-based social studies
curriculum product example in this study as it is both artfully portrayed and
an archeophisomorph.

CONCLUSION
Gadamer’s (1975/2013) “fusion of horizons” (p. 317) concept together
with Gestalt isomorphism (Lehar 2003) form the framework for this study,
because the two perspectives provide a foundation for an analysis of how an
ancient social value may persist into the present through informal and
formal curricula. In summary, Gadamer’s (1975/2013) fusion of horizons
is the combining of multiple points of view to focus attention on a pattern.
Gestalt isomorphism is a critical nuance as I apply it to aesthetic theory,
because the isomorph—as a visual representation—is the “same form,” but
that same form may be expressed differently depending on the linear
perspective from the point of view of the viewer in space and time.
Neither perspective is sufﬁcient in isolation, but when they are combined—as I have done here—they provide a foundation for an aesthetic
theory of education in which ancient values may be identiﬁed, preserved,
and established through artistic representation and language in an informal
and formal curriculum. I call this archeophisomorphic theory to provide a
comprehensive theoretical framework for a systematic identiﬁcation of
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ancient social values in the present for potential modiﬁcation of the identiﬁed values for K-12 curriculum. I posited at the outset that if my attempt to
identify a cultural norm in the interplay between formal and informal
curricula were to be successful, then it would suggest that there are other
ancient cultural norms—such as the Japanese samurai ethos—to which this
research process could also be applied to identify its place in the informal
curriculum.

ARCHPM DEFINITION
ArchPM is a social theory. ArchPM theory is a theory of aesthetic education
in which teaching and learning across Common Core subjects is fostered in
an individually uniﬁed audio-visual and textual style for the production of
formal curricular products based on a representation of a modiﬁed ancient
value for teaching multiple subjects that catalyze students to develop and
apply their aesthetic to producing products. The ArchPM effect is the
operationalization of the artefacts of retro culture in its various forms. The
ArchPM effect is the product that is the result of a uniﬁed audio-visual and
textual style that can cause a change in students’ perception to selfefﬁcaciously replicate or enact their own personal style for the beneﬁt of
all students’ learning. As such, the ArchPM effect is a product of ArchPM
theory that is intended to be a way for teachers to develop and apply their
aesthetic to curriculum. This should then catalyze (see Lather, 1986/2001,
for a discussion of catalytic validity) students’ individual aesthetic awareness
to develop and apply their aesthetic to the formal curriculum.
Archeophisomorphology is the study of sociocultural artefacts for their
sustainability or reemergence and cyclicality through time and place.
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CHAPTER 2

Review of the Literature and Lineage
of Chivalric Ideals

One of the ideals in the longue durée of European societies was that of the
chivalric code. Knights were to uphold a code of chivalry that championed
honor, loyalty, and service to others regardless of rank or social position.
Knighthood was earned, not given; and the high respect accorded to
knights was likewise earned at regular intervals that was sometimes ceremonial and sometimes in practice within the community. The purpose of this
literature review is to provide the philosophical context for my discussion in
the next chapter on K-12 and college classroom life through the allegory of
reimagined chivalry for a school context to explain the classroom psychosocial dynamics of command on one side and pastoral care (Caughlan 2005;
Schutz 2004) on the other side for the purpose of creating and maintaining
an academically effective classroom through a reverent social environment
that celebrates students individually while fostering teamwork.
This literature review is organized into two major parts: (1) an examination of the social thought within and about chivalry and its operation
through knighthood, and (2) a review of literature on teacher identity
studies. The examination of chivalry and its operation in knighthood
includes the use of historical primary sources and secondary sources to
contextualize a discussion of sociocultural context of change and continuity
of chivalry and a discussion of nineteenth- and twentieth-century scholarly
and popular literature on the chivalric ethos for children, parents, and legal
guardians. This literature review contextualized how this study is an attempt
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at a twenty-ﬁrst-century reimagining of chivalry and of its operation in
knighthood within a school context.
The ﬁrst part of this chapter is a discussion of the foundation of chivalry’s
philosophical and historical social importance. The “chivalric code” is understood in this study within the belief that it is part of the “distillations of
Western idealism” (Price 2001, p. i.). This chapter contextualizes the case
study in the next chapter. Some recent children’s literature, parenting and
social commentary books (Hanel 2010; Lassieur 2010; Lewis 2011; Jacques
2010) focus on chivalry. This project seeks to add an understanding of what
appears like a current move toward reimagining chivalry for fostering a
reverent community. By “reverent,” I mean a secular reverence in which it
is a value that can be fostered in educational environments through
modeling reverence through example (Rud 2007, 2011).

IMPORTANCE OF CHIVALRIC SOCIAL FOUNDATIONS
This literature review operates within the context of an assumption that the
concept of feudalism may serve as an allegory for the educational system.
There continued to be inﬂuence from medieval constructs of education and
student development theory in schools during the Industrial Revolution,
despite the otherwise modernizing effect of industrialization. Not least of
these inﬂuences is the apprenticeship model of teaching and learning that
featured prominently in chivalric training. Feudalism as a concept is
suggested here to have common characteristics with the contemporary
education system because it is structured hierarchically and yet features
diffused power. The chivalric ethos is an example of the archeophisomorph.
It satisﬁes all the assumptions and exhibits the theory’s effect. Even the
election of the superintendent is a process reﬂected in the case of the Holy
Roman Empire in which the Holy Roman Emperor was elected by peers of
the realm (Spielvogel 2012). Each district has a superintendent—like a
viceroy—who oversees their individual district. There are elections, apprenticeships or internships, and character education that are illustrative of the
cyclicality of educational systems.
Teachers today, for example, agree to be bound by a professional code of
conduct. The word code is important as its meaning seems to have remained
relatively unchanged from Middle English as chivalry was explained and
codiﬁed by several medieval cultural authors (such as Llull 1276/2013
and de Charny 1356/2005) into codes of chivalry. The meaning of the
word ‘code’ from the Middle Ages—and its connection to the Latin word
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codex—has persisted unchanged to the present age. This may suggest that
society continues to acknowledge in some way the importance of honor as a
codiﬁed social practice in which individuals earn a reputation for honor and
can also lose it if the individual does not abide by the community’s understanding of honor.
The concept of knighthood is explored here because knighthood and
chivalric culture were intricately interwoven into feudal structure. At one
level of understanding, knighthood was an operation of chivalry in feudal
society, and at another level, it was the application of a cultural ideal. A
selection of the orders of knighthood along with a selection of individual
knights are summarized here as archetypes of the development, maintenance, and change that seemed to have characterized European chivalric
culture within the feudal (political) and manorial (economic) systems.
The Middle Ages is deﬁned as a period of time from the ﬁfth century to
the late ﬁfteenth century. Generally, the period from the ﬁfth century to
about 1100 is the early Middle Ages, 1100 to about 1300 is the High
Middle Ages, and 1300 to about 1485 is the late Middle Ages. It is
important to note these three traditional periods within the medieval era,
because each is delineated as such by some historians to denote the subtle
differences in style and emphasis (Ozment 1981; Perry et al. 2008; Wiesner
et al. 2008).
Chivalry—or the chivalries—had a “crucial role in society” (Kaeuper
2005, p. 17). Trim (2003) notes that “[c]hivalry is alternatively viewed as
a code of conduct that was strictly observed . . . and as an underlying sociocultural ethos whose values informed but did not necessarily dictate” (p. 4).
Chivalry, as a term, can mean several things depending on context (Keen
1984/2005; Price 2001). As Price (2001) notes, chivalry:
can mean a collection of knights, ‘the chivalry,’ it can mean a deed of
prowess—as is so often recorded in the celebratory chronicles or an act that
earns renown for its expression of one of the other chivalric virtues—courtesy,
courage, largesse, loyalty, franchise, verity, humility, ﬁdelity, faith. (Price
2001, p. i)

The elasticity of chivalric praxis supported feudalism which was, likewise,
rigidly hierarchical in theory and yet that hierarchy did not necessarily
operate power as vertically as its hierarchy may at ﬁrst imply. Feudal
power in practice was both hierarchical and operationally diffused across
lateral social strata through complex written and unwritten social contract.

40

2

REVIEW OF THE LITERATURE AND LINEAGE OF CHIVALRIC IDEALS

Feudal structure was characterized at the macro level by such sociopolitical
units as ﬁefdoms within kingdoms characterized by sociopolitical labyrinths
of vassalage (Keen 1984/2005; Perry et al. 2008; Wiesner et al. 2008).
Price (2001) observes that Ramón Llull’s (1276/2013) handbook on
chivalry “represents a ‘chivalric code’ popularized in ﬁlm and modern
literature” (Price 2001, p. i), while William Marshal (1147–1219) was a
real-life archetypal ﬁgure of the knight-errant who rose to the peerage in a
western Europe dominated by the House of Plantagenet (Crouch 2002).
Geffroi de Charny’s (1356/2005) handbook refreshed the chivalric code a
century after Llull (1276/2013). Also important is the fact that handbooks
in chivalry were written at various times in places all across Europe, and they
are “surprisingly consistent” (Price 2001, p. i). The handbooks on chivalry
are consistent both in secular and spiritual components and in the particular
characteristics that comprise chivalry’s operation through knighthood (Llull
1276/2013; de Charny 1356/2005).

TRACING THE ORIGINS OF KNIGHTHOOD
In this section, I trace some of the lineage of chivalry in Europe from the
origins of knighthood to a changing understanding of chivalry’s importance
for establishing and maintaining a positive community from the perspectives
of female and male community members. Chivalry can be a tool for
promoting equitable respect and constructive citizenship across boundaries—
whether those boundaries are gendered, racial, sexual, ﬁnancial, or otherwise
(Perry et al. 2008; Jacques 2010; Lewis 2011). I posit that a reimagining of
chivalry in this study is a grounded theory to generate critical discussion about
the contentious ideals of honor, loyalty, and respect as a social process to
beneﬁt community with a reimagining of the chivalric ethos in a contemporary context.
At an individual level, most orders of knighthood seemed to have their
origins in two phenomena of antiquity: (1) the perceived need for men to be
able to practice defensive martial arts for protecting their local communities,
and (2) to give social purpose to those same men so that they used their
skills constructively (Gest 2010). Knighthood would later become a genderless ideal in some literature (e.g. Hanel 2010). There is some contention
among scholars in the twentieth century on the origins of knighthood and
chivalry at the societal level. Scholars seem to be split between two views.
One view, summarized in Lynn White, Jr.’s (1962) work, posited that the
knightly class emerged in the eighth century. In the other more recent view,
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the origins of knighthood are seen as a more complicated conﬂuence of
inherited social norms with evolutionary cultural changes born out of what
has been referred to as the Carolingian renaissance of the late eighth and
early ninth centuries. This other view is summarized by Frances Gies
(1984/2011), who asserted:
Recent scholarship has favored a more complex picture of the origins of
knights, medieval nobility, and feudalism. Most historians now do not believe
that knights originated in the eighth century, or that they were the founders of
either the medieval nobility or feudalism. The consensus is rather that there
was a genuine nobility of blood and birth in the time of Charlemagne and his
successors, that it was indeed enriched by the king’s grants of land and ofﬁce,
but that its origins lay not in a class of mounted warriors recently raised from
obscurity but in the old Frankish aristocracy. (Gies 1984/2011, p. 9)

Gies (1984/2011) continued to suggest that, essentially, chivalry as a concept predates its ostensible medieval golden age, and perhaps more importantly, warriors with horses were being codiﬁed into an emergent knighthood
class through merit, not necessarily inheritance. Gies (1984/2011) notes that
“[t]his Carolingian nobility, with continuing transfusions of new blood
including that of knights, was the source of the nobility of the High Middle
Ages” (pp. 10–11). This is an important observation because it suggests the
historical inﬂuence of the late Roman Empire before Christianity was
established as the state religion: that historical inﬂuence seemed to be the
social convention of interclass adoptions. Interclass adoption was one of the
ways to achieve social mobility. This may provide part of the explanation for
how knighthood developed into a popular cultural icon during the Carolingian renaissance and afterward morphed into the “socio-professional” status
that invoked respect, fear, and awe (Kaeuper 2005, p. 15). Gies (1984/
2011) further asserted:
Patronymics—family names—had not yet appeared. Families were not the
monolithic arrangements of the later age when feudalism was at its height.
Much of the land in Europe in the tenth century was still held not by the
conditional terms of feudal tenure but unconditionally . . . that could be sold
or bestowed freely as the owner chose. (Gies 1984/2011, p. 11)

The importance of the relative lack of hereditary surnames, at least in
comparison to after the year 1100 or so, was that it suggests that social
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dynamics were more ﬂuid in the early Middle Ages than in the High Middle
Ages, which allowed for more diversity in the knightly ranks.
Gies (1984/2011) concludes that “feudalism did not emerge suddenly
out of the military . . . but grew slowly out of the conﬂuence of Germanic
and Roman social institutions, with strong inﬂuence from a third source, the
Christian Church” (p. 11). According to Maurice Keen (1984/2005), the
“historical mythology of chivalry” (p. 102) began with the ancient Greeks
and Trojans with a special emphasis on a case study of Alexander the Great.
Fast forward to the late Roman Republic as it transitioned into the Empire.
Constantine initiated the process that eventually led to Christianity being
declared the state religion. The roots of chivalry were probably more for
secular reasons of military defense and community leadership in the years
between the disintegration of the Roman Empire and the founding of
Charlemagne’s empire (Keen 1984/2005). The secular threads of chivalry
seemed to have its roots in what Adrian Goldsworthy (2006) asserted about
what Roman children were taught: “Children learned to admire such
quintessentially Roman qualities as dignitas, pietas, and virtus, all words
with a far more powerful resonance than their English derivatives, dignity,
piety, and virtue” (Goldsworthy 2006, p. 37). Gies (1984/2011) likewise
suggested that the apprenticeship model of medieval knighthood had its
origins in a combination of German and Roman customs that included the
German custom of comitatus, “the association of a young warrior with an
older one, in which the young man pledged loyalty and service in return for
maintenance by the older” (p. 11). Similarly, the Romans had a custom for
patronage and protection in return for allegiance. The Franks—
Charlemagne’s people—practiced what was called “commendation, in
which a freeman voluntarily bound himself to a lord, giving up his freedom
and pledging his fealty while placing himself under the lord’s protection”
(Gies 1984/2011, p. 11). The church gradually began to create its own
brand of chivalry that popes such as Urban II infused with dogma in parallel
with what John Cotts (2013) called the Catholic Church’s “universalizing
vision” (p. 43) of European politics that were in tension with the decentralization of feudalism while simultaneously recognizing and celebrating
“the political reality of a geographically and ethnically diverse realm” (Cotts
2013, p. 21). In other words, knighthood was seen as a stabilizing social and
professional status that could maintain constructive order. All of these
examples of medieval political structure are illustrative of part of the foundation of feudalism that characterized Europe from the eighth century to
the late ﬁfteenth century.
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During the Middle Ages, there were many women who were inﬂuential
and exercised power in various cultural, political, social, military, and business spheres. This literature review identiﬁes some of the most powerful
during the Middle Ages to illustrate a balance between medieval gendered
dynamics and chivalry as they would inﬂuence education.
One of the common characterizations of the High Middle Ages was that
more people could still receive a ﬁef from the local lord or even from their
monarch and thus establish a name for themselves (Duby 1980; Bennett
1999; Gies 1984/2011). At ﬁrst, the landowning elite had the patronymics
tradition, but this began to ﬁlter into the freedmen classes. Judith Bennett
(1999) noted that in the late thirteenth century, “peasants were just beginning to pass surnames from one generation to the next” (p. 1). In England,
for example, the fourteenth-century life of Cecilia Penifader of Brigstock
was indicative of the patronymics that became common convention at the
transition between the early and High Middle Ages. Bennett (1999) notes
that Cecilia’s father, Robert Penifader, was a prosperous freedman who,
with his wife Alice, continued to grow their household alongside many
other freedman tenants of Brigstock who built households under surnames
such as Everard, Perse, and Power. Bennett (1999) suggests that the three
orders of medieval feudalism were—known by their Latin names laboratores
(laborers), oratores (the learned, usually clerics), and pugnatores
(warriors)—tended to be rigid with little opportunity for social mobility.
Nevertheless, the traditional understanding of the reductionist and rigid
three-tiered system seemed to have a caveat in that they could overlap much
like a Venn diagram. A cleric could also be a knight, in which case there was
a combination of oratore and pugnatore. The Knights Templar, for example,
apparently provided such opportunities for ordo combination and this was a
part of the reason why the Knights Templar were seen as a new type of
knighthood in which someone from relative poverty could improve their
social station (Barber 1994). Malcom Barber’s (1994) uncovering of the
suggestion that the Holy Roman Emperor Frederick II was frequently
annoyed with the Templars could be attributed in part to the disruption
to ostensibly established feudal custom. Duby (1980) noted this phenomenon when he observed that some men “combined the charismas of the
episcopate with those of that ‘new,’ improved knighthood extolled by Saint
Bernard for purifying physical valor in a bath of monastic rigor” (p. 347).
Such combinations could carry signiﬁcant concentration of power that
tended to worry some monarchs.
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Overlap of the orders—or ordos (from the Latin)—in one person may not
have been common, but disjuncture and class combination was certainly not
unheard of nor even particularly surprising if the person in question demonstrated merit at a joust or other public venue. Although, ordo combination probably had more to do with vassalage—and who held what ﬁef to
whom—than in overtly public displays of valor. This may be why the ordo
experimentation of the Templars was relatively short-lived. The Templar’s
Grand Master Jacque de Molay was brutally interdicted by King Philip IV of
France under the tacit approval of the pope ostensibly to put the upstart
Templars back into a place of service, but probably as much for personal
ﬁnancial reasons (Demurger 2009).
By the fourteenth century, it was becoming more difﬁcult for a boy born
into low wealth or poverty to enter into an apprenticeship to become a
knight. But just because the path to knighthood was more challenging did
not mean that many boys did not aspire to or successfully enter into an
apprenticeship to become a knight. On the contrary, as suggested in the
story of William Marshal of England among others (Crouch 2002), the
High Middle Ages probably featured the largest number of pages, squires,
and knights than at any time previous in the early Middle Ages. The major
difference seemed to be in a bifurcation between solo knights or knightserrant and knights in an order or organizational knights. As suggested by
Demurger (2009) in the story of Jacque de Molay of the Knights Templar,
organizational knighthood or knights with membership in orders was
trending more toward hereditary wealth (with a particular ﬂow from the
East). However, at the same time, knights-errant were probably as popular
as ever by the general population. Some knights were apparently more
revered than many bishops, and knights-errant tended to be popular cultural icons. Many people of various social ranks and classes continued to
attend knights’ jousting tournaments that were a mix of what would be
called mixed martial arts, circus, and political rally in a twenty-ﬁrst-century
context. House competition appeared as a characteristic feature alongside
the iconic knights-errant. Christine de Pizan (1405/1999) noted the seemingly common invitations to attend a jousting tournament that were sent to
“all the kings, princes and citizens to come and bring their ladies and
daughters to watch the entertainment” (p. 134). The “tournament of
jousting” (de Pizan 1405/1999, p. 134) was a venue for most people to
socialize, network, and (theoretically) diffuse tension through martial arts
competition.
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It seems plausible to suggest a combination of understandings for knighthood’s social importance. The complex view of the origins of knighthood’s
culture (Gies 1984/2011) may be combined with White’s (1962) contention that codiﬁed knighthood was “born” in the eighth and ninth centuries
under Charlemagne’s new society. White’s (1962) suggestion that the
knightly class emerged from obscurity to become a powerful class in the
early ninth century may at ﬁrst seem reductionist and myopic to the longue
durée of Rome’s cultural inﬂuence; however, White (1962) seems to provide
a framework for which codiﬁcation of medieval chivalry began. This actually
seems conducive to the longue durée cultural view of Gies (1984/2011), not
contradictory to it.
Virtue seemed to have had a social gravitational pull to dignity as the two
concepts rotated around each other like binary stars as if in hope of forming
an individual to personify their attributes. Goldsworthy (2006) suggests
that these concepts were instilled in patrician children’s education and that
those three concepts even imbued wider Roman society to include all classes
of people. Recent scholarship on the virtue of reverence indicates the
potential power that an ancient concept can have when applied in contemporary schools (Garrison and Rud 2009; Rud and Garrison 2010).
Goldsworthy’s (2006) exploration of the power of education in the late
Roman Republic is particularly of interest in this study because of the
predominate view that professional teachers were essentially the equivalent
of a middle- to upper middle-class profession. This concept seemed to carry
through to the United States. Most of the teaching profession in the United
States since at least the mid-1800s has generally been seen as a middle- to
upper middle-class profession. According to Sarah Mondale and Sarah
Patton (2001), Catherine Beecher was an example of this predominant
view. Beecher was “Determined and educated” and part of “an army of
young women teachers headed west” (Mondale and Patton 2001, p. 53).
Margaret Nash (2005) suggested that “[t]heir goal in pursuing education
was not to emulate the rich, but to create a new educated class true to
republican ideals” (p. 68). These teachers generally were themselves taught
in the Classics during grade school. The topic of knighthood was part of
Classics studies. At the more advanced levels of the education system,
however, the tension between broad Liberal Arts education and specialized
technical education became more pronounced. Nevertheless, the connection between the ancient West and the new American West may be seen in
the educational philosophies of Beecher and her contemporaries with those
tutors of the late Roman Republic.
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The path to knighthood and chivalric knighthood itself was a new
phenomenon and pan-European status in the Middle Ages. Chivalry was
an educational program, both decentralized and centralized. Many males
were encouraged to begin work as a household page at around the age of
7, thus entering the educational program of chivalry ultimately with the goal
of graduating—so to speak—as a knight at around the age of 21. These
knight-training programs had some ﬂexibility depending on their liege lord,
and thus were decentralized. The lord or master knight was essentially
acting as a chivalric teacher and selected for character traits and behaviors
deemed congruous with the code of chivalry. Scholars began to form universities in the early Middle Ages, thus initializing a trend toward centralization
of education. But that trend was slow to emerge, as feudal structure emphasized decentralized and complex vassalage. The formation of knighthood as a
social phenomenon then had a complex lineage that some scholars have
attributed vague origins of knighthood to the Roman Republic (Jones
2011; Duby 1980, 1985). This may make sense when considering
Goldsworthy’s (2006) discussion of the equestrian class, or the equites, that
emerged as a quasi-middle class and from which the term equestrian is
derived. Knights would usually be awarded a sword, belt, and horse—and
heraldry or livery—as part of the dubbing rites that signiﬁed to everyone their
new status and responsibilities (McCoy 1989; Llull 1276/2013).
Rome was fascinated by the Greek philosophy and art of antiquity, and
the medieval scholars tended to be fascinated by Rome. Therefore, some
chroniclers, historians, philosophers, and other scholars and clerics
maintained a general continuity in philosophy that harbored the roots of
chivalry through the tumultuous times after the disintegration of the
Roman Empire in the ﬁfth century (Keen 1984/2005). The long lineage
of the chivalric ethos is at its essence a code of ethics that emphasizes loyalty,
honor, and perseverance in service to others. These general characteristics
are suggestive of their ancient Roman roots in dignitas, pietas, and virtus
(Goldsworthy 2006).
The squire who successfully completed his training to be dubbed a knight
by his liege lord or master knight would be widely recognized throughout
European societies as a “socio-professional” member of a pan-European
chivalric culture (Kaeuper 2005, p. 15). Knights were men of “dignity”
(Keen 1984/2005, p. 77), and children were generally taught this indirectly if not directly and despite social class. This is in keeping with the
historical roots in the Roman Republic, as Goldsworthy (2006) suggests,
when Romans tended to enjoy entertainment while also taking
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“themselves very seriously and raised their children not simply to believe,
but to know that they were special. Their pride in themselves and in
belonging to the Republic was very strong amongst even the poorest
citizens” (Goldsworthy 2006, p. 37). The education that Goldsworthy
(2006) alludes to seemed to instill a recognized acculturation effect that at
ﬁrst appears surprising considering the lack of a centrally controlled curriculum. Instead, Roman education of the Republic and Imperial eras
seemed to rely mostly on tutors at the elementary level. There were
relatively few centralized schools for higher education as understood by
twenty-ﬁrst-century standards; however, group apprenticeship models
under the leadership of content-specialized masters were more common
in which there were schools with specialists who would have student
apprentices (Orme 2001; Goldsworthy 2006). Again, the roots of knighthood may be seen in the Roman Republic whose scholars brought forward
concepts of dignity, piety, and virtue from the classical Greek philosophies
and literature. After the disintegration of the Roman Empire, scholars—
who tended to also be clerics—as well as secular leaders continued to look
to the Roman past if not to its ninth century present for fragments of what
would become the code of chivalry.

MARKERS AND ARCHETYPES OF CHIVALRY
The chivalric ethos, if not the standardized code per se, was supranational in
scope during the Middle Ages. Chivalry and knighthood were recognized
and understood politically and socially across all of Europe and the greater
Mediterranean region. Knighthood was not just a career, it was a “socioprofessional” (Kaeuper 2005, p. 15) way of being that conferred de facto
passport privileges and inspired a combination of awe and fear (Jones 2011).
The education of a male on the knighthood track was likewise acknowledged internationally. After a squire was dubbed a knight, he had international privileges (Price 2001; Trim 2003; Kaeuper 2005; Keen 2005;
Hankins 2011). In other words, knighthood was a type of pan-European
citizenship. The chivalric ethos was the supranational, cultural understanding between all of feudal Europe and the greater Mediterranean region for
what types of conduct were acceptable and how people were expected to be
treated. A knight wore heraldry to indicate his particular feudal allegiance,
but no matter what heraldry a knight wore, he was understood to have
training in and acceptance of a chivalric code that was transferrable across
borders.
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There was perhaps no singular paper or book that contained the code of
chivalry that was recognized by all people from the beginning of medieval
chivalry to the transition of the sixteenth century. However, most observers
seem to agree that there was a singular ethos of chivalry recognized by nearly
everyone in Europe during the entirety of the Middle Ages (Llull 1276/
2013; de Charny 1356/2005; McCoy 1989; Price 2001; Kaeuper 2005;
Keen 1984/2005). The reason why there was no singular code of chivalry is
that there were different orders of knights who had specialized missions.
Therefore, every knight adhered to essentially the same chivalric ethos, but
not necessarily to the same code. In other words, various orders and
individual knights emulated the chivalric ethos, but they put the ethos
into practice in slightly different ways sometimes (Gest 2010).
The chivalric ethos contained three major attributes: honor, loyalty, and
respect (Keen 1984/2005; Llull 1276/2013; de Charny 1356/2005).
Many attributes of the chivalric ethos ﬁt under the overarching attribute
of honor. For example, knights defend those too weak to defend themselves,
and knights compete honestly in accordance with the published rules.
Perhaps more complex a scenario, is that a knight’s honor might occasionally prompt him to disregard a rule if it contradicted his chivalric oath.
Knighthood was recognized by everyone as an ofﬁcial sociopolitical status
locally and internationally (Kaeuper 2005). Sometimes ethos and code can be
used interchangeably, and there seems to have been notable, historical
overlap between the two concepts. With this noted, identifying the historical, singular code/ethos of chivalry may begin with a sample of medieval
theoreticians of chivalry: Ramón Llull (1276/2013) and Geffroi de Charny
(1356/2005). Eleanor of Aquitaine inﬂuenced chivalry in the thirteenth
century (Weir 2001; Wheeler and Parsons 2002) and Christine de Pizan
(1405/1999) advanced chivalric theory further in her advocacy for women
as agents of authority in the chivalric ethos. The transition period of the
Early Renaissance—mid-ﬁfteenth century to mid-sixteenth century—will
be discussed because of the inﬂuence of Leonardo Bruni (1442/2001)
and Baldesar Castiglione (1528/2002).

CHIVALRIC THEORY
Ramón Llull—or alternatively spelled Lull (Price 2001; Keen 1984/
2005)—was probably the senior authority on chivalry and knighthood in
thirteenth-century Europe (Price 2001; Fallows 2013). He was essentially
the ﬁrst de facto professor of chivalric studies, a knight’s teacher. If there was
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one book that identiﬁed the code of chivalry at the pan-continental level, it
was probably Llull’s (1276) Book of the Order of Chivalry. Llull (1276/
2013) lists the following attributes—that I mostly paraphrase—of the ofﬁce
of the order of chivalry:
• (1) a knight is to maintain and defend his “worldly lord” (as quoted in
Price 2001, p. 29) to whom the knight is a vassal;
• (2) knights are to “take courses” (as quoted in Price 2001, p. 30) in
martial arts and etiquette to properly prepare for the joust in
tournaments;
• (3) knights must stay in good physical shape and good mental shape;
• (4) knights must be good stewards of their land;
• (5) if a knight knows that another knight does not aid his lord, then
that knight should confront the knight who has erred and try to
convince him to make right;
• (6) knights should be courageous, especially courageous in mind and
thought;
• (7) knights should behave with discretion;
• (8) knights are “to maintain and defend women” (as quoted in Price
2001, p. 35);
• (9) knights are to seek justice by being merciful whenever possible;
• (10) knights should possess only enough wealth to do their duty;
• (11) knights must not be robbers;
• (12) knights must never entrust those he cares about to
“untrustworthy” people (as quoted in Price 2001, p. 41);
• (13) a knight should have a horse and harness so that he may do his
duties;
• (14) a knight should have humility;
• (15) a knight should keep his peers honorable (Price 2001; Llull
1276/2013).
These attributes of chivalry from Llull (1276/2013) are featured in most
medieval literature on chivalry (Price 2001). These qualities of the chivalric
ethos or code were understood by the chavalier/knight from about the
ninth century through the sixteenth century as generally accepted ideals of
the knightly identity (Gest 2010; Keen 1984/2005). The ideal, however,
was not always practiced in daily life. An ideal was and is established by a
society or community as that which is considered desirable in a person’s
character, something to strive toward. One of the many commonalities
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between most or perhaps all cultures on Earth was what Lucille Schulberg
et al. (1968) observed of a society’s almost automatic construction of binary
ideals: “One [is] based on an ideal way of life, the other on a real way of life”
(p. 135). The code of chivalry codiﬁed one way of life, but that code was
only as real as knights made it real through their conduct. The binary of
ideal thought and real practice is probably a binary because of the difﬁculty
in merging the two together, as will be discussed further later in this chapter
in an analysis of various medieval Arthurian literature (Kaeuper 1999;
Hodges 2005; Green 2008) and primary commentators (Llull 1276/
2013; de Charny 1356/2005; de Pizan 1405/1999; Bruni 1442/1987)
and others on the changing status of chivalry throughout history.
Another cultural corollary in this discussion relates to American indigenous traditions of the quest. The European knight’s duty to be honorable
and Schweitzer’s reverence for life (Rud 2011) both have quest elements
that were illustrated in Arthurian literature (Green 2008; Mersey 2013).
Those elements are similar, for example, to the Salish quest tradition.
Christine Quintasket—also known as Mourning Dove—was a member of
the Colville Confederated Tribes of eastern Washington State who wrote:
“‘Make me, dear God of the Heavens, to be honest and strong in character,
to face life with an honorable, truthful, and strong will, without fearing man
or beast’” (Dove 1990, p. 44). This statement could probably be heard
almost word for word in many a knight’s oath at his dubbing ceremony.
Two continents, ﬁve to eight centuries and two cultures away was this
statement by Dove (1990) and the similar statements of European knights
(Llull 1276/2013; de Charny 1356/2005; Nicolle 2008). The two cultures appear to have held in common—and in historical parallel—a fundamental belief in the importance of the virtue of honor and the importance of
commitment to something higher than the individual for the beneﬁt of
community. Garrison and Rud (2009) suggest that reverence is a cardinal
virtue, and Woodruff (2001) suggests that honor may be a virtue under the
auspices of reverence; therefore, the importance of Dove’s (1990) statement on honor supports the argument in favor of the cardinality of
reverence.
Characteristics of the code of chivalry—such as honor—and its practice
in knighthood have tended to historically be linked, at least partially, to
military professionalism. This is important to note here because of the
sociopolitical structure of Europe for a thousand years after the disintegration of the Roman Empire, and that sociopolitical structure that ﬁlled the
power vacuum was feudalism (Trim 2003). The distinction between civilian
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and military seemed to be signiﬁcantly blurred together, especially in the
case of males. This seems to be a factor that affected the code of chivalry’s
emphasis on linking loyalty and honor together. Fallows (2013) notes that
“[b]etrayal of one’s fellow knights is one of the most egregious offenses to
the institution [of chivalry], according to Llull” (p. 11). This was especially
important within the context of the Middle Ages for personal wellbeing,
purpose, and societal stability. Georges Duby (1980, 1985) suggests that
honor within the context of medieval chivalry inferred the possibility of
hereditary wealth being downplayed to allow for boys of ability—who came
from relatively low wealth or even poor households—to be identiﬁed by
patron knights for apprenticeship. This also seemed in keeping with
chivalry’s principle of defense of the weak in combination with honor.
When someone was deemed “weak,” the concept of chivalric honor inferred
a responsibility to defend and potentially even to promote that individual’s
wellbeing so that he or she would grow out of weakness to become strong.
This component of the chivalric ethos seemed to have its roots in the
ancient Roman tradition of wealthy households adopting children from
other socioeconomic means (Duby 1980).
Chivalry’s status as an “institution” indicates a code that its members
could be measured against for social standing that was—in other words—a
real and binding understanding of duties, responsibilities, and privileges
understood by a knight and his peers as well as the wider community
(Fallows 2013; Llull 1276/2013; de Charny 1356/2005; Keen 1984/
2005; McCoy 1989; Duby 1980, 1985). Trim (2003) suggests that the
military professionalism of knighthood was characterized by seven major
identity markers during the Middle Ages and Early Renaissance Europe.
The seven markers were:
1.
2.
3.
4.
5.
6.
7.

A discrete occupational identity;
Formal hierarchy;
Permanence;
A formal pay system;
A distinctive expertise and means of education therein;
Efﬁciency in execution of expertise; and
A distinctive self-conceptualization. (Trim 2003, pp. 6–7)

I infer these identity markers as outlined by Trim (2003) to establish the
historical and contemporary components of reimagined knighthood. The
ﬁrst marker in Trim’s (2003) list of chivalric components reinforces
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the other components of chivalric identity in this list, especially when read
with the primary source chivalric identity books of Llull (1276/2013) and
de Charny (1356/2005). As Price (2001) suggests, the books on the
chivalric code establish nearly identical ideals of what the knightly identity
is in the individual mind and in community practice. And yet, there seemed
to have been an assumption underlying the medieval books on chivalry, and
that assumption appeared to be that chivalry could be adapted as other
social dynamics changed (Fallows 2013).
Chivalry was a powerful social contract that crossed boundaries and tied
together most of Europe in a relatively commonly accepted code of conduct. Whether that code was exercised is another question, but generally,
chivalry was a recognized standard across Europe and the greater Mediterranean region. MacMahon (2003) suggests that armies were “Constrained
by hidebound notions of honour and chivalry that were equally inﬂuential
amongst the gentry and nobility” (p. 184). This observation is important
here because of the historical parallel to the development of schools during
the medieval era. Schools increasingly became places open to a (re)emerging middle class. The High Middle Ages especially seemed to be a time
when schools opened for a middle class—the children of merchants and
horseless knights. Matthew Bennett (2003) summarizes that knighthood
was not necessarily just for the society elites. Knighthood was earned. And
this meant that those from relatively low amounts of low wealth could
become knights to effectively become a de facto middle class (Duby 1985;
Bennett 2003). Pages—those children who were at the ﬁrst stage of journey
toward knighthood—could come from non-wealthy, middle class or even
poor families. Pages could be assigned to the houses of great knights and
become their squire—knight’s apprentice—if they served well as pages. The
squire hoped that his service would be exalted enough to advance to the
dubbing ceremony to receive a knight’s belt, sword, and horse and ofﬁcially
become a knight.
The chivalric code and its operant condition, knighthood, began in the
early Middle Ages as a local yet widely well regarded and understood
custom of advancing to manhood (Duby 1985). Knighthood relatively
quickly became an international culture that was itself a passport of sorts.
Jousting tournaments were the conferences of the Middle Ages for the
non-clergy. Anyone who was someone tended to attend a joust as a spectator and to converse with peers (Barber and Barker 1989). Honor was their
currency as much as coins were. The belt and sword were symbolic of a
knight’s honor. The belt, for example, might be taken away if the knight in

www.ebook3000.com

ARCHETYPES

53

question was convicted of dishonorable conduct by peers (Bennett 2003). A
document written in 1253 by a federation of German towns outlining their
alliance agreement notes that
[i]f a knight shall be denounced to us on reasonable grounds as a violator of
faith and honor, we will denounce him in all our cities, and will by mutual
consent withhold from him all privileges in our cities. (Perry 2012, p. 233)

The “reasonable grounds” generally referred to the consensus among local,
well-respected knights and what they had to say on such matters relating to
their peers—whether domestic or international. In many German cities, for
example, magistrates may also be knights holding a commission from the
Holy Roman emperor. Imperial electors tended to be knights and so the
feudal system in Germany in particular was a system of mutual checks and
balances within the peer groups of the various orders of knights (Perry
2012; Keen 1984/2005).

ARCHETYPES
William Marshal of England was a prominent ﬁgure in chivalric culture from
the mid-twelfth century to the early thirteenth century. As David Crouch
(2002) explains, Marshal’s story is one that serves as archetypal in the stories
of career knights from page to squire to knight-errant to master knight and
then ultimately elevated to the peerage or the ranks of nobility. The early
and High Middle Ages in western and central Europe was dominated by the
Plantagenet dynasty. The House of Plantagenet was in a golden age of
chivalry as the cadet branches of Plantagenet attempted to balance the ideals
of chivalry with the instability of personal power politics that involved whole
kingdoms. Marshal was an exemplar of the knight’s quest caught in between
chivalric ideals and the practical realities of his day.
Ramón Llull (1276/2013) of Catalonia, Spain wrote a magnum opus on
chivalry between the years 1274 and 1276. Knighthood was the operational
form of chivalry that was viewed as more than just a stabilizing social status.
Llull’s (1276/2013) goal seems to have been to posit a uniﬁed code of
chivalry that spanned all orders of knighthood. To Llull (1276/2013)—
sometimes spelled in an Anglicized form as Lull—loyalty, martial prowess,
and faith were perennial characteristics to chivalry, and he encouraged the
teaching of chivalry through formal schooling. His philosophy of chivalry
became inﬂuential throughout western and central Europe (Fallows 2013).
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Geoffroi de Charny (1356/2005) of France was a knight who took a
leadership role in writing a book on the chivalric code during the context of
the Hundred Years’ War. Kaeuper (2005) asserted that de Charny was a
fourteenth-century “theoretician of chivalry” (p. 14) who authoritatively
“speaks for the group, for the entire ordo (the ordained socio-professional
body) of chivalry that has come into existence over the previous two centuries”
(p. 15). The ordo was Latin for order and indicated the hierarchical structure of
feudalism. Knighthood was part of all ordos during the Middle Ages. Duby’s
(1980, 1985) examination of feudal structure emphasized its theoretical roots
in the Roman Republic—Before the Common Era—based on the concept of
the ordo. Although Duby (1980) does not mention the Praetorian Guard of
the Roman imperial era, the lineage of chivalry may possibly be seen in that
ordo. After all, medieval Europe—especially the clergy—harkened back to the
near-mythology of the Roman Republic and late Roman Empire, although
times had changed. Medieval knighthood went far beyond what the Praetorian Guard was at its best and became a new “socio-professional” way of being
(Kaeuper 2005, p. 15). Knights were their own pan-European ordo. They
earned that title of knight which suggested their accomplishments, rights,
privileges, and responsibilities—that were widely recognized in medieval popular culture. The rites—and rights—of knighthood were acts of common
convention and codiﬁed law that granted an almost supranational citizenship
or membership to each person dubbed a knight (Duby 1980, 1985; McCoy
1989).
The scholars on the subject of chivalry in the Middle Ages may have had
some differing points of view on the technicalities of the code of chivalry,
but they tended to agree on the overarching virtues that comprised
chivalry—and also seemed to agree on many of the technicalities, too.
The more strictly religious Hospitaller order or the rigorously militant
Templars and secular Teutonic order, for example, veered away from what
most of chivalry had been because the Templars’ and Hospitallers’ vows
became religiously dogmatic in the extreme (Nicholson 2006; Nicolle
2008). The Teutonic Knights remained a largely secular German order
tasked with promoting and defending German expansion eastward during
the “long twelfth century” (Cotts 2013). De Charny (1356/2005), on
the other hand, indicated as much the secular side of chivalry as the
spiritual side. His writings suggested the tensions in what most of knighthood entailed by the mid-1300s as knighthood regrouped after the entanglements and dishonors of the Crusades. Chivalry and its practice in
knighthood continued to be a widespread sociocultural way of being,
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and Llull’s (1276/2013) and de Charny’s (1356/2005) texts may be
relied upon as the guiding treatises on the chivalric code in a medieval
chivalry debate spanning the Middle Ages.
Knighthood was an educational process that had ritual and ceremony.
The path to knighthood had components of formal schooling that tended
to emphasize experiential learning (Jones 2011; Kaeuper 2005; McCoy
1989). There was some book learning in which many pages and squires
would read chansons or similar romanticized chivalric literature to learn
more about the aesthetic ideal of knighthood (Bennett 2003). Boys were
identiﬁed for the journey to knighthood and trained on a rigorous apprenticeship model (Orme 2001). Rud (2011), Garrison and Rud (2009), and
Rud and Garrison (2010) explain the importance of ritual and ceremony in
establishing and maintaining classroom social reverence for the learning
process. Keen (1984/2005) notes that the ritual and circumstance of the
path to knighthood, the transformation into a knight, and the maintenance
of the code of chivalry that was every knight’s duty were all important
components to the elevation of knighthood to an earned, esteemed social
status. At age 7, boys could enter into service in the household of a lord
and/or knight to learn etiquette and service that prepared him for advancing to the role of squire. At age 14, boys could become squires apprenticed
to a knight. This apprenticeship was one of service to the knight who trained
the squire in the code of chivalry, physical education, and advanced service
to the community. After about seven years, usually around age 21, the
young man would go through a gauntlet or test to ﬁnally advance to the
dubbing ceremony where he would be dubbed a knight (Keen 1984/2005;
Bennett 2003). The dubbing ritual was essentially a graduation ceremony.
The path to knighthood was an educational process similar in length to the
contemporary school cycle.
Heraldry was a popularly understood signaling system for the social
contracts that spread across all of Europe. Heraldry continues today in the
form of school uniforms, mascots, sports team loyalties, and myriad songs,
chants, and booster clubs. Loyalties were made evident to the whole community through heraldry in the Middle Ages. Houses developed with
speciﬁc heraldry colors, patterns, sigils, emblems, and other components
symbolic of the wearer’s status and house afﬁliation. Fiefs were signiﬁed
through heraldry and other forms of advertisement such as jousting tournaments. Loyalty was a central operational value of feudalism and it was to
the advantage of lords to treat their knights well and vice versa. In the early
Carolingian empire, “[i]f the bond was broken by death or disloyalty, the
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ﬁef was forfeited to its grantor” (Perry et al. 2008, p. 213). By the ninth
century, most ﬁefs were hereditary and a vassal tended to be bound by
inherited contract to a speciﬁc lord (Perry et al. 2008).

KNIGHT’S SYMBOLISM
Each component of the knight’s clothing and armor, as well as all chivalric
rituals such as the dubbing ceremony, was imbued with symbolism. This is
important because sometime spoken words are not enough or would confuse, while the unspoken understandings of symbolism could be
comprehended by others without the time involved with verbal translation.
Symbolism was part of ritual itself. Llull (1276/2013) explained the symbolism of the Order of Chivalry that “requires that everything of which the
knight has need in order to practice his ofﬁce has some meaning through
which the nobility of the Order of Chivalry is signiﬁed” (p. 66). According to
Llull (1276/2013), the sword, the lance, the chapel-de-fer (cap, chainmail, or
fabric piece to cover part of the head), the hauberk, iron chausses (to protect
the feet), spurs, the collar, the mace, the misericorde, the shield, the saddle,
and the horse all had symbolic meaning. All of these physical items signiﬁed
an intangible value or characteristic that the knight was to have as part of his
character and often times demonstrate in some way through action. These
values essentially centered on the three organizing principle values of chivalry:
courage, honor, and reverence or respect.
Perhaps most pivotal of the symbols of the knight’s arms was that of the
chapel-de-fer. Llull (1276/2013) asserted that “a knight who has no shame
cannot be obedient to the Order of Chivalry” (p. 66). The chapel-de-fer
symbolized shame. Today, shame may be too strong a word. Fallows’
(2013) translation of Llull’s thirteenth-century (1276/2013) Book of the
Order of Chivalry is appropriate. For today’s reimagining, however, humility seems more appropriate than “shame.” This was an important characteristic of the chivalric ethos because humility tended to keep adventurous
youth from overstepping social boundaries—not least of which was
maintaining the peace. Humility tended to sustain civility, and where
there is civility there is reverence. Where there is reverence there may be
mindfulness of others so that compassion can temper dogmatic ideology.
Strong echoes of this are found in de Charny’s (1356/2005) fourteenthcentury book on chivalry. Both Llull and de Charny wrote their inﬂuential
books on chivalry in contexts that seemed in need of a cultural regeneration.
The Crusades, for example, were a grievous deterioration—even mockery—
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of knighthood. Despite the apologists for the Crusades, a number of knights
understood that the Crusades had turned much of knighthood into the
opposite of what it was supposed to be. Llull (1276/2013), de Charny
(1356/2005), Eleanor of Aquitaine, and even Frederick II of the Holy
Roman Empire—and perhaps the last Grand Master of the Knights Templar, Jacque de Molay, as well—seemed to understand that knighthood
needed humility to keep itself from straying into the hypocritical betrayal
of its own virtues (Barber 1994; Weir 2001; Demurger 2009; Asbridge
2010).

MEDIEVAL YOUTH CULTURE AND RETRO CONTINUITY
Medieval society rarely acknowledged adolescence as a discrete period in
social or physical development. Instead, adolescence tended to be viewed as
young adulthood for both males and females (Bennett 1999; Keen 1984/
2005). Traditionally, males could enter service as a page at about age
7 which was the beginning of the training stage for the path to knighthood.
A page learned about chivalric etiquette and served the lord and/or lady of
the household. The page could then become a squire—a knight’s apprentices—at around the age of 14. At about age 21, if all training was completed satisfactorily and ﬁnal tests passed, the squire would generally
graduate—be dubbed—as a knight (Keen 1984/2005; Bennett 2003). At
that point, the young knight could compete in jousting tournaments.
Medieval young adulthood had opportunities for fun and games in every
season, despite there being no discretely delineated adolescence. Judith
Bennett (1999) notes that religious festivals and feast days were times
when people of all social classes enjoyed “archery contests, ball games,
wrestling, tumbling, dancing, and singing” (p. 58). Youth—male and
female—frequently gathered at jousting tournaments as spectators, to visit
with each other, and cheer on their favorite knight (Keen 1984/2005;
Gravett 1992, 2007). Knights could become celebrities and the ‘pop
stars’ of their day through jousting tournaments. Henry the Young
(1155–1183), for example—the second son of King Henry II of England
and Eleanor of Aquitaine—became very popular. He was a royal knight
whose lifestyle of very public chivalry and participation in jousting tournaments won him wide popular fame and support (Warren 1977).
Jousting was a major spectator sport throughout the Middle Ages, where
people went to see and be seen, and it was one of the few sports where men
had the opportunity to move up the societal hierarchy (Warren 1977). The
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jousting tournaments were essentially the secular equivalent to religious
festivals in which almost everyone was welcome to attend. But unlike the
religious festivals, the jousting tournaments afforded more opportunities for
social mobility. The jousting tournament was a combined sport event and
festival that encouraged socializing, partying, extended learning, and political competition that could vent some tensions without war. Knights
brought their squires and pages. Lords (also frequently knights themselves)
and ladies brought their families. There were numerous events for various
specializations. Lords offered sponsorships and rewards. The tournament
was a colorful display of feudal pageantry (Warren 1977; Gravett 1992;
Keen 1984/2005; Hanel 2010; Barber and Barker 1989).
Sometimes young adults chaffed at religious traditions and dogmas about
conduct. Not so unlike twenty-ﬁrst-century America, medieval youth grousing could practically be represented in the media of the late twentieth and
twenty-ﬁrst centuries. Similar to today, there were institutions and parenting guides to help raise children to be constructive citizens. In the Middle
Ages, knighthood and chivalry tended to be supported by the Catholic
Church and groups of lay parents for giving children constructive purpose.
Medieval schools mirrored the hierarchical, yet laterally autonomous,
structure characteristic of feudalism (Orme 2006). The state was in the
person of the monarch and the currency system was controlled by private
individuals given authority by the monarch. This socioeconomic system
affected schools in that schools were largely autonomous (Perry 2012).
The development of the university was in parallel to the development of
the apprenticeship model of knighthood. Educated persons in Europe
formed into societies of teachers that then developed into universities
beginning in the eleventh century. Grammar, rhetoric, and religious studies
tended to be the common subjects across grade school curriculum (Orme
2006). The teaching certiﬁcate was the earliest form of degree or license for
educator practice followed by the master’s degree and doctoral degree in
the eleventh century and then later the bachelor’s degree was offered
beginning in the High Middle Ages (Wiesner et al. 2008). Universities
started to be structured and look much like universities do in the twentieth
and twenty-ﬁrst centuries with residence halls, lecture halls, faculty ofﬁces,
and complex governance structures based on a balance of rights and privileges between faculty, administration, and students (Wiesner et al. 2008).
Letters and poems written by some young university students during the
Middle Ages suggest just how similar some medieval European youth were
to some of today’s college undergraduates. In the twelfth century, for
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example, a young adult using the pen name Archpoeta—also spelled
Archipoeta (see Zeydel 1966)—wrote a poem encouraging a party mentality: “Down the highway broad I walk,/Like a youth in mind,/Implicate
myself in vice,/Virtue stays behind,/Avid for the world’s delight”
(Archpoeta, as cited in Perry et al. 2008, p. 242). This portion of
Archpoeta’s poem was indicative of what Perry et al. (2008) called “errant
students and idle clerks [who] roamed the highways as free spirits, searching
for adventure or at least for diversion” (p. 242). These literate youth wrote
poetry in Latin and would use pen names just in case clergy—and their
parents—ever got hold of their poetry. Poems such as those written by
Archpoeta were part of secular youth culture that emphasized enjoying life
in contrast to the austere culture that the clergy preached in the pulpits
(Zeydel 1966). Many students asked their parents for money to pay for their
university studies. Letters from the Middle Ages suggest that socioeconomic conditions surrounding universities really have not changed much
with similar ﬁnancial and social pressures. One exasperated father wrote to
his son who was away at university: “I have recently discovered that you live
dissolutely and slothfully, preferring license to restraint and play to work and
strumming a guitar while the others are at their studies” (as cited in Perry
et al. 2008, p. 241). This could have been right out of a twenty-ﬁrst-century
text message.
The Middle Ages were not so different from today when considering
university life and some young adults’ search for purposeful living. But
unlike the medieval era, twenty-ﬁrst-century popular culture tends to provide more options. Choice appeared dependent on a tension between the
individual self-interest and the interest of the community. Donald Symons
(1981) summarized this ostensibly perennial human tension:
The hypothesis that a human group is essentially a collection of selﬁsh individuals who cooperate among themselves, when they do, in order to further
their own individual interests has seemed to some biologists to be a view of
human society that is at odds with nonevolutionary views . . . and human
conﬂict in some form is the theme of all great works of literature. (p. 54)

Perhaps another component of the development of chivalric education can
be inferred in Symons’ (1981) nuanced claim that “[a]vailable data on
preliterate peoples strongly suggest that during the course of human evolution males regularly fought over females and ﬁtness-promoting resources”
(p. 154). Symons (1981) then noted what may be of most importance to the
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discussion here: “Human violence usually is a complex group activity . . . the
ability to participate in male coalitions may be as important as individual
ﬁghting skills in achieving reproductive success” (p. 154). With Symons’
(1981) theory in mind, the jousting tournaments and troubadour literature
make much more sense as their hidden evolutionary social purposes come
into focus.
Men and women participated in the joust festivities. Men competed in
activities and sports that were part of the “ﬁtness-promoting resource”
(Symons 1981, p. 154) that could be demonstrated and won in the joust.
Women played a crucial role in this social dance, as it were, both conspicuously and inconspicuously through various direct acknowledgements to a
knight who fought in honor of a particular lady or through indirect acknowledgements to a knight through a lady’s entourage of friends (Gravett 1992;
Barber and Barker 1989). Some scholars infer a primal comparison and biotic
complicity between the male-female binary reduced to its constituent parts
that inﬂuence individuals toward community. Camille Paglia (1990) provocatively asserted that “[e]verything great in western culture has come from the
quarrel with nature . . . This revelation has historically fallen upon the western
male, who is pulled by tidal rhythms back to the oceanic mother” (Paglia
1990, p. 28). Edward Said (1979) challenged that binary with his critique of
the East-West binary. It could even be said that remnants of this rigid binary
persist into things as seemingly innocuous as school dances in the twenty-ﬁrst
century in which there are deﬁned male and female roles; those outside of that
binary tend to perhaps be either excluded or be exotiﬁed as the Other.
Medieval chivalry then, if Symons (1981) and Paglia (1990) are read literally,
could be interpreted as a social evolution that intended to soften the sharpness of the individual’s inherited appetite for power through the suppressant
effect of the code of chivalry, its operation in knighthood, and its dissipation
in the joust.
Jousting tournaments may have had a primeval heritage in the physical
ﬁtness parade, but this was also part of a complex cultural construct in which
demonstration of physical acumen was but one component of what was as
much if not more a social and mental competition that had far reaching
implications for its participants. This included their reputations that were
diffused throughout the realm(s). After all, some knights were also scholars,
or to use the twentieth- and twenty-ﬁrst-century term—scholar-athletes.
Gies and Gies (1981) noted the inﬂuential “Troyen knight-chronicler
[Jean de] Joinville” (p. 65), who was both a knight and a chronicler in the
thirteenth century. To be a chronicler required a formal education in reading
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and writing. Therefore, knighthood was not merely a demonstration of brawn;
there were some individuals during the High Middle Ages who were knighted
for their intellectual or mercantile skills alone without having to demonstrate
physical prowess on the jousting ﬁeld (Gies and Gies 1981, p. 107).

MEDIEVAL CUSTOM, MODERN RETRO TRADITION
There are some origins of twenty-ﬁrst-century social rituals inferred in
medieval custom. The medieval jousting tournaments and American football games of the twentieth and twenty-ﬁrst centuries and ladies in waiting
at jousting events may be an archetypal origin to twentieth-century cheerleaders. These sports were ritual events—part of a social curriculum—
mostly for males to demonstrate their physical strength and strategic acumen in comparison to other males while ladies cheered their favored
knights, however discreetly. Richard Barber and Juliet Barker (1989)
noted that jousting tournaments changed between the early and High
Middle Ages. During the early Middle Ages, jousting tournaments were
mostly “crude and violent affairs where a thick skull and a strong arm were
needed: but jousting came to be a sport where the correct physical
co-ordination of horse and rider resulted in a safe but spectacular splintering
of lances” (Barber and Barker 1989, p. 7). At many types of jousting
tournaments, it was not uncommon for ladies to tie their handkerchief to
the lance of their favored, eligible knight (Barber and Barker 1989). The
ladies in waiting who did tie a handkerchief to a knight’s lance were, in a
way, the medieval equivalent of the twentieth-century cheerleader. Natalie
Adams and Pamela Bettis (2003) suggested that twentieth-century cheerleaders symbolized masculinity and femininity in which gendered norms of
power were complicated and not entirely unidirectional. I suggest that there
is some historical parallel between twentieth-century cheerleading and the
ladies in waiting at jousting tournaments who tied handkerchiefs to knights’
lances, as this practice was a proto-pompom cheer. Barber and Baker (1989)
summarized a critical change in the social importance of the jousting
tournament that elevated the event to an important social function between
and among males and females:
The ﬁrst evidence for ladies being present at jousts is in literary sources in the
mid-twelfth century; they are very rarely mentioned in historical evidence
before the thirteenth century, but the evolution of personal heraldry and of
the function of heralds points to the presence of a large and interested
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audience who needed to know who the individual knights were; and the swing
away from the m^e lée or tournament proper, where it was difﬁcult to tell what
was happening, to the much more easily understood individual jousts, was
probably the result of spectator interest. It was also favoured by knights who
wished to impress the spectators, particularly their ladies, as there could be no
doubt as to the identity of the participants and the result. (Barber and Barker
1989, p. 7)

Therefore, the jousting tournament was part of the social curriculum for
males and females alike—each being encouraged in different ways to participate in a normed gender binary arrangement. Ladies in waiting, for
example, had a participatory role in that they could discreetly acknowledge
eligible knights by the tying of their handkerchief to a knight’s lance, for
example. Medieval artwork provides further evidence of the jousting tournament having been a co-educational event.
Artwork—such as paintings, block prints on vellum, and some sculpture,
et cetera—suggested the relatively close quarters in which participants and
spectators interacted. Spectators were in an elevated gallery looking slightly
downward onto the tournament ﬁeld (Barber and Barker 1989). The
tournaments were public to the nobility, ﬁef-holders and landowners, and
even many burghers (families of the mercantile, non-titled middle class) in
some regions, so the interaction between males and females was potentially
high stakes in the social sphere. Statuses were advertised verbally, conversationally, and sartorially to everyone gathered. The stakes were even higher
than those of the twentieth-century football game and tailgate party, but
this examination of the jousting tournament as an inferred gendered social
curriculum suggests an origin for some of the customs that lead to the
formation of twentieth-century cheerleading (see Adams and Bettis 2003,
for discussion of cheerleading).
School dances and certain types of sports events of the modern age have
origins in medieval or ancient practices, and many addressed perennial
questions of raising children to be constructive residents of their communities (Orme 2001, 2006). Some of the anonymous, pen-named secular
poetry of the Middle Ages—compiled by Latin scholar Edwin Zeydel
(1966)—suggest that there was a youth subculture at times whose behavior
was decidedly irreverent in opposition to the clerics’ preaching. And letters
between some fathers and sons at university further indicated some of the
same stress some parents face in the twenty-ﬁrst century when their
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teenagers leave home for the ﬁrst time to live at a university (Perry et al.
2008). For the most part, though, children and even the youngest adults
generally complied with the direction of their social superiors as constructed
in feudal society. Compliance was encouraged through positive reinforcements that included entertainment that had an embedded social curriculum:
this included feast day celebrations, dances in the local castle’s great hall,
local and continental jousting tournaments, fairs, and other more local
gatherings. If the jousting tournament was the medieval equivalent of an
American football game, then the feast day celebrations may have been the
equivalent place for demonstrations of domesticity for both men and
women in the courtship ritual. Troubadour songs—the rock n’ roll music
of the Middle Ages—for example, may have ﬁlled the great hall of some
castles and the air of some fairs, pageants, and carnivals. Or, they did not;
depending on the local lord and lady’s custom. And so, some youth travelled the countryside searching for their muse or other purpose (Zeydel
1966).

ARTIFACTS OF A CHIVALRIC CONCEPTUAL EVENT HORIZON:
A TERRIBLE, IRONIC BEAUTY
In this subsection, I outline two different scenarios of how knight-errant
mentalities can be based on the same sociopsychological basis of teamwork
while emphasizing different parts of the psyche. In doing so, I am identifying what I call a conceptual event horizon that is partially a reframing of Eli
Sagan’s (2002) discussion of “psyche splitting” that was situated within a
binary understanding. I am going to illustrate with two major examples
from popular culture how the underlying concept of the binary in Sagan’s
(2002) identiﬁcation of “psyche splitting” has been troubled in a complex
of splicing identity among individuals who represent or personify different
aspects of an individual in a leadership position. I will then summarize
several examples of chivalric artifacts in other popular culture media that
are not examples of Sagan’s (2002) psyche splitting concept, but are, rather
more an example of contemporary interest in popular culture with chivalric
social artifacts that reimagines the chivalric theme of leadership identity.
This discussion is important because it situates some of the importance of
imagination in teacher identity in which the teacher-as-leader can explore
through imaginaries to better understand the current generations they are
teaching (Dewey 1916). The theme under review here is the concept of the
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reimagining of chivalric leadership through an analysis of chivalric artifacts
in contemporary popular culture.
Before I summarize the two major scenarios, I ﬁrst begin with the
importance of desire in identifying adolescent motivation. Michelle Fine
(2011) argued in the Harvard Educational Review that schools in the
twentieth and twenty-ﬁrst centuries have tended to ignore the concept of
desire in the education of adolescents. Desire was, however, acknowledged
in the medieval construction of learning (Orme 2006; Webb 2010). Lous
Heshusius (1994) echoed this historical observation when discussing the
researcher consciousness:
Participatory consciousness is the awareness of a deeper level of kinship
between the knower and the known. An inner desire to let go of perceived
boundaries that constitute ‘self’—and that construct the perception of distance between self and other—must be present before a participatory mode of
consciousness can be present. Participatory consciousness does not refer to
activity as such, or to verbal experience, nor does it refer to methodology or
methodological strategies (for instance, as in ‘participant observation’).
Rather, it refers to a mode of consciousness, a way of being in the world.
(p. 16)

Chivalry as a social construct is not rigid and yet—as the case study later in
this study suggests—it may be a component of consciousness for selfregulation that has carried through over the centuries in some circles.
Chivalry is a word for labeling a complexity not too dissimilar to how
Heshusius (1994) posited an understanding of desire of “letting go of
perceived boundaries that constitute ‘self’” (p. 16). The very notion of
boundaries suggests rules and when there are rules there are crosscutting
desires.
In opening the discussion of the gender binary, the problematically
reductionist stereotype and trope of the “western male” (Paglia 1990,
p. 28) should be noted. This reductionist stereotype cliché of “western”
history suggests what Edward Said (1979) inferred in his examination of
“Orientalism,” in which he noted that Orientalism “is not an airy European
fantasy about the Orient, but a created body of theory and practice in which,
for many generations, there has been a considerable material investment”
(Said 1979, p. 6). At ﬁrst, it may seem that Paglia (1990) echoed the
“western” social science discourse that Said (1979) was reviewing; however,
another interpretation of Paglia’s (1990) analysis is that she infused
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disjuncture in the very use of stereotyped phrases and tropes with claims that
may best be referred to as poststructural and reliant on the type of validity
that Patty Lather (1993) called “voluptuous validity” (p. 681). Thereby, the
stereotype was reimagined. What Paglia (1990) and philosopher Christina
Hoff Sommers have suggested is that “western” is anyone and everyone
who adopts a common cultural essentialism of supporting constitutional law
and checks and balances on power that advance the production of wealth
and high standards of living for all citizen groups without getting bogged
down in one-dimensional categories so that masculinities and femininities
are each respected. Instances of ‘voluptuous validity’ and the exotic other
hiding in plain sight are found in recent American popular culture in the
form of disjunctive gendered power relationships. I would suggest that
Paglia’s (1990) use of the loaded phrase “western male” (p. 28) was actually
done to reimagine it into a broadly inclusive phrase to include all ethnicities
and skin colors—and “races,” if the reader prefers such a problematic label
(as “race” is used in Macedo and Gounari 2006). However, it may be
suggested that “race” makes no sense as a concept in a globalized world
in which everyone is “inside” the system (Hardt and Negri 2001). I suggest
that to be a “westerner” really has nothing to do with race or even ethnicity;
it has to do with culture or cultural heritage. A “westerner” is one who
ascribes to a set of cultural principles and, perhaps, wears certain clothes as
symbolic of western macroculture, as Paglia (1990) suggested. Some parts
of popular culture (i.e. movies) validates this argument in ways that support
the interpretation of the inclusive “western male” imagery subtly inferred in
Paglia’s (1990) charting of power in Sexual Personae. For example, Edward
Kitsis et al. (2012) prominently featured Sir Lancelot from the Arthurian
Camelot myth as a man of color (played by Sinqua Walls) in the television
episode “Lady of the Lake” (part of the Once Upon a Time television series).
Ethnic background is not overtly stated in the Arthurian legend to begin
with, thus leaving open to interpretation what Lancelot’s ethnicity or race
could be. In other words, the Arthurian legend was a quintessential medieval European or western story arc (Green 2008; Mersey 2013) that had
visual ambiguity so as to be open to reimagining a millennium later. This
cultural heritage endures into a society that acknowledges difference without the concept of race—similar to Hardt and Negri’s (2001) contention
that a globalized society features differences of intensity (like the difference
between a and A) rather than any substantive difference (like the difference
between A and B). They resonate differently, but they are of the same
essence. This reimagining of the European myth is not new, but is rather,
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in a tradition of the “west” being an inclusive umbrella term that included
and celebrated diversity. Some literature (such as Macedo and Gounari
2006, and even Said 1979) ideologically obscured the ancient European
tradition of inclusivity (Goldsworthy 2006) and the ancient tradition of
hospitality and celebration of ethnic diversity that was especially present in
the large kingdoms such as the Holy Roman Empire (Cotts 2013). I
suggest that this ancient tradition of the celebration of unity through
difference infused the chivalric ethos. Therefore, chivalry is not an ethnically
tethered concept; on the contrary, it is an inclusive concept based on
personal adherence to a cultural code of living.

TRADITIONAL CHIVALRIC ARTIFACTS IN POPULAR CULTURE
Most consciously referenced artifacts of chivalry are present in various
popular culture media that reinforce the two-person committed relationship
model. For example, chivalric artifacts are found in historical ﬁction, fantasy,
and even science ﬁction genres. The television series Legend of the Seeker
(Raimi et al. 2008) features perhaps most of the composite chivalric ideal.
The co-protagonists Richard Cypher (Craig Horner) and Kahlan Amnell
(Bridget Regan) are engaged in a chivalric quest that features just about all
the elements from medieval myths of co-educational knighthood, the code
of chivalry, the quest, and the tension between duty and desire. In a
different, yet more traditional spin-off of the Arthurian legend, the television series Camelot (Hirst et al. 2011) updates the original while
maintaining the supernatural elements from the original myth (as seen in
Green 2008). Netter et al.’s (1995) movie First Knight was another adaptation of the Arthurian myth that featured the chivalric ethos devoid of the
original myth’s magical or supernatural elements. Instead, the practicality of
the chivalric ethos in daily life is emphasized. In other words, First Knight is
more in keeping with chivalry’s originally secular purpose. And in so doing,
Netter et al.’s (1995) adaptation of the chivalric ethos may resonate more
with secular audiences, or at least, it may emulate more the original contexts
from which knighthood with its code of chivalry developed.
Recently, several television series focused on medieval fantasy or historical ﬁction have been popular. Laurie McCarthy et al.’s (2014) television
series Reign is primarily set in the sixteenth century and focused on the story
of Mary Stuart, Queen of Scots. McCarthy et al.’s (2014) Reign is part of
the historical ﬁction genre and is a primary example of what Gadamer
(1975/2013) theorized as “the romantic demand for a new mythology”
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(p. 80). Benioff et al.’s (2013) television series Game of Thrones (based on
George R. R. Martin’s book series of the same title) is in the medievalist
fantasy genre that also features an example of androgynous knighthood and
multi-gendered chivalry both traditionally and atypically. Brienne of Tarth
(Gwendoline Christie) is an example of androgynous chivalry in which the
male and female binary is more or less collapsed into knight or into the
chivalric ethos personiﬁed. In the Game of Thrones television series episode
“Oathkeeper” (see Cogman and MacLaren 2014), Brienne takes a (male)
squire and they set off on a quest-like mission that was given to them by
Lord Commander Jaime Lannister (Nikolaj Coster-Waldau), who tells her
that this was “chivalry” (Cogman and MacLaren 2014). The inference
being that chivalry was androgynous. Martin’s (2000) and Benioff et al.’s
(2013) character of Brienne, as a female knight, was essentially an archetype
of what medieval feminist Christine de Pizan (1405/1999) was probably
imagining in the early ﬁfteenth century when she wrote:
There are in fact several women who have displayed the necessary courage,
strength and bravery to undertake and accomplish extraordinary deeds which
match those achieved by the great conquerors and knights mentioned in
books. (de Pizan 1405/1999, p. 34)

The gender binary was far more complicated than the dominant religious
dogma of the day would have suggested. The chivalric ethos was a conduit
for potential movement toward a more egalitarian society.
The chivalric ethos can be seen in many other movies and popular media.
Another example was in an extended scene in Greene, del Toro, Jashni,
Parent, and Tull’s (2013) Paciﬁc Rim, in which Raleigh Becket (Charlie
Hunnam) defended the honor of his comrade Mako Mori (Rinko Kikuchi)
by demanding that another man (who insulted Mori [Rinko Kikuchi] by
calling her an insulting name) apologize to her immediately. When the
offending man refused to apologize, Becket (Hunnam) challenged him to
a ﬁstﬁght to make him apologize. This was a classic scene—set in a science
ﬁction future—of a chivalric ﬁgure defending a friend’s honor. Similar
examples of this apparent social expectation (which is chivalry, although
not explicitly named) abound in many movies. This pattern is an echo from
the medieval chivalric literature in which knights were to be servant,
defender, and entertainer. The literary idealization of courtly life—in
which the knight was servant, defender, and entertainer—has tended to
be remembered into the present and drawn from for use in movies and
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television (visual and performing media) series. It is in this understanding
that children’s literature authors such as Munsch (2002), Hanel (2010),
and Lassieur (2010) seemed to have written their books with a reimagining
of the chivalric ethos as a more or less androgynous social value construct.

SUMMARIZING THE PERSISTENCE OF SOCIAL VALUES
The connection between a persistence of ancient social values and the
present informal curriculum is through what I call archeophisomorphic
theory and its effect through personiﬁed persistence. Yet, the expression
of the chivalric ethos seems to have changed—at least partially. The phi in
archeophisomorphology is for philosophical evaluation, which is needed to
more holistically understand the archeo (ancient artifact) of the isomorph
(Greek: ‘same form’). Chivalry has a basic ‘same form’ today, but its
personiﬁed expression (the archeophisomorph) is no longer the knight,
although the knight is technically an “ancient” artifact of personiﬁed reverence. The connection, then, is not in the replication of chivalry from
medieval concept to contemporary concept, it is, rather, in its ancient
“ontological distance” (Gadamer 1975/2013, p. 119). Hans-Georg
Gadamer (1975/2013) explained: “There exists an insuperable ontological
difference between the one thing that is a likeness and the other that it seeks
to resemble” (p. 119). There are roles today—as explained earlier in my
analysis of the representation of chivalry in popular media, such as the
New York Times’ 2013 “Resuscitating Chivalry” opinion series that will
be discussed in detail in the next chapter, and in the scholarly literature and
children’s literature—that either mimic qualities of chivalry that the actor
considers desirable or directly invoke the name of chivalry for representing
themselves in what they perceive as a favorable quality. This is because
chivalry is predicated on the cardinal virtue of reverence that has been
taught implicitly through the informal curriculum (see Flinders et al.
1986) as a desirable value. A cardinal value tends to inferred through
ontological play as much, if not more, than any direct instructional method,
because reverence—for example—is both nebulous and yet paradoxically
powerful as an organizing value across cultural boundaries. As a nebulous
value it can adapt to local cultural standards; hence, chivalry has persisted as
both nebulous and yet immediately identiﬁable by a diverse group of
individuals who can identify with the constellation of desirability constituting chivalry. Such a constellation of desirability of association has been made
possible through an informal curriculum of popular media, because—as
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Gadamer (1975/2013) noted—what “is operative in artistic presentation is
recognition, which has the character of genuine knowledge of essence”
(p. 119). This is what the ancient Greek philosopher Plato suggested,
according to Gadamer (1975/2013), and it is with this in mind that the
connection can be made between teacher education, the chivalric hermeneutic, and aesthetic theory. The connection, ultimately, is what I call the
archeophisomorphic (ArchPM) effect, which in this case is this: Aesthetics is
the basis of artistic representation of chivalry in media which then gets
recycled into curriculum through movies, picture books, and language
that tend to represent chivalry as a favorable personiﬁcation of the cardinal
virtue of reverence in which reverence is the essence of the chivalric ethos.
The implication of this for K-12 curriculum is, ultimately, a potential
application of archeophisomorphic theory to teacher education programs
that encourage design of aesthetically responsive curriculum. The ArchPM
theory provides basis for the product of this theory: aesthetically designed
curriculum.

TOWARD UNDERSTANDING THE PSYCHE AND RETRO
VALUE TRANSMISSION
The artifacts of the gendered historical chivalry and fantasy chivalry in
scholarly and popular media suggest the concept of what I am calling psyche
splicing that seems to be what the teacher identity does in the classroom
and, incidentally, for management of the classroom. Psyche splicing as a
concept of teachers grafting other identity matrixes (such as the identity as a
reimagined knight) onto their preservice teacher identity is used here with
inspiration from Sagan’s (2002) concept of “psyche splitting.” This concept
may be validated using Lather’s (1993) concept of “voluptuous validity”
(p. 681) that can be seen in Paglia’s (1990) work, Sameshima’s (2007)
work, and in popular cultural sources (e.g. Arnow and Stone 2012;
Roddenberry et al. 1989). Psyche splicing is a reframing of Sagan’s (2002)
use of the “splitting of the psyche” concept. Each is a pathway to elucidating
some of the interpersonal complexities—as such a “validity” appears to be
present in both scenarios. Psyche splicing is about a unitary identity that is
formed when multiple identities are spliced together to form a unitary
teacher identity. Sagan’s (2002) “splitting of the psyche” concept, on the
other hand, is about two separate identities or binaries that are the opposite
of unity—they are in opposition. My use of psyche splicing is to
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conceptualize my ﬁndings from the data collected during this study for a
way to understand a teacher identity development phenomenon. A teacher
can hold an identity that holds generally accepted norms while simultaneously splicing together values from chivalry to form a unitary identity of
teacher-knight-scholar.
For another scenario of a group of individuals operating as a psychespliced synchronous team, I turn to the Star Trek: The Next Generation
episode “Loud as a Whisper” (Roddenberry et al. 1989) in which a highly
respected negotiator, Riva (played by Howie Seago), has a “chorus” of
three individuals who represent different aspects of his persona. This is an
example of psyche splicing personiﬁed, and it made Riva a conﬁdent and
successful professional negotiator whose reputation was widely renowned
and respected. The three individuals who constitute Riva’s chorus are
Harmony/Balance (played by Marnie Mosiman), Scholar/Artist (played
by Randy Oglesby), and Warrior/Adonis (played by Leo Damian). They all
complement each other while representing different aspects of Riva’s persona. They appear stronger and more awe-inspiring as a team. Arnow and
Stone’s (2012) portrayal of an odd twenty-ﬁrst-century “chorus” trio of
characters—Ophelia, Chon, and Ben—indicates a psyche splicing relationship in their group that has structural similarities to the Riva chorus but with
different desires. The individual characters are different in what they represent, yet they are complimentary when combined. When one member
(or personality) of the “chorus” is lost, the suggestion is that the team
(identity) is weakened. When one member (aspect of identity) of the team
is under duress, the entire team (identity) is under duress. Each scenario
represents various desires—a desire for lateral leadership, a desire for being
valued, a desire for being cherished, a desire for being part of something
larger than the individual Self in which the Self is necessary by the others in
that team. Each scenario features characters/teams that contain honor,
loyalty, and valiancy in defense of their own that are all reminiscent of the
broad character traits of medieval knighthood. And each scenario features
particular traits found in Llull’s (1276/2013) handbook on chivalry. These
two scenarios from American popular culture outlined here are not, of
course, in direct harmony with Llull’s (1276/2013) or de Charny’s
(1356/2005) rigid constructs of chivalry. However, these scenarios do
contain artifacts from medieval chivalry. These artifacts include, but are
not limited to, the knight guarding his close relationships from potential
interference, defending a partner, and the tension between duty and desire
in which the chivalric ethos is tested when the knight’s duty to their partner
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(or partners in this case) is placed under extreme strain. These are examples
of an identity archeophisomorph.
A conceptual event horizon may be charted that allows for seemingly
disparate stories to intertwine for a newly theorized construct of team.
This can set a precedent for the formation of a new chivalric ethos for the
twenty-ﬁrst century and beyond. With these seemingly disparate dots
connected, a new understanding of the past and present gender interactions
may be acknowledged in such a way that a new theory of chivalry may
emerge. The two scenarios of chivalric artifacts in psyche splicing are at a
theorized extreme that do, nevertheless, present implications in popular
cultural understandings of a hidden social curriculum. Part of that hidden
social curriculum are artifacts of chivalry that have emerged in such representations as have been summarized here. It is through psyche splicing that
artifacts of an age thought “past” may reemerge and be maintained in the
“modern” social context.

RETRO CHIVALRIC CONCEPTS
Chivalry was not only about men. To the contrary, the chivalric ethos was
just as much—if not more so by the High Middle Ages—a construct of
women for co-educational social purposes. Karen Cushman noted that
around the time of her grant proposal for funding her study on “children’s
material culture” that her research had basically conﬁrmed something in her
view of the Middle Ages: “Women of the Middle Ages were not all the same
. . . there was a spectrum of people” and Eleanor of Aquitaine, in particular,
stood out to her (as quoted in Lehr 2001, p. 99). Cushman asserted that
Eleanor of Aquitaine was “a great example of a very independent, powerful
woman who knew how to say no when she didn’t want to do something.
She knew how to get what she wanted” (as quoted in Lehr 2001, p. 99).
And as for the presumed gender binary, Cushman suggested that “[e]ven
with ordinary people there was a range” in the Middle Ages (as quoted in
Lehr 2001, p. 99). That range in the European Middle Ages may be seen in
the histories of twelfth-century-ﬁgure Matilda (Chibnall 1993) and her
contemporary Eleanor of Aquitaine (Weir 2001; Wheeler and Parsons
2002), fourteenth-century-ﬁgure Cecilia Penifader (Bennett 1999); ﬁfteenth-century-ﬁgure Joan of Arc (Taylor 2010), Christine de Pizan
(1405/1999), and others from Before the Common Era, late antiquity,
and the Middle Ages. Commentaries on chivalry, such as those found in de
Pizan’s (1405/1999) The Book of the City of Ladies, take some knights to
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task in reminding them of their responsibilities to uphold their honor in
defense of women. Even though Joan of Arc was not ofﬁcially a knight, she
was a knightly persona. She remained widely recognized and well regarded
by many of the French people despite the king’s abandonment of her.
Eleanor of Aquitaine’s power, for example and by her example, inﬂuenced
the decentralized chivalric education convention to build in more etiquette.
Chivalry was a means to instill reverence in children—especially male children
at the time. Males were assigned to a household of a lord and was trained in
chivalric etiquette, physical drill, domestic service, defense, and taught elementary reading and writing and increasingly more advanced intellectual
skills.
Chivalry as education appeared to become a concept of not just moderating selﬁsh impulses but of a refocusing of those individual energies toward
community (Gest 2010). This understanding seems to be in harmony with
Symons’ (1981) observation that “male coalitions” (p. 154) were as important, if not more so, than individual ﬁghting prowess, although the knighterrant individually was a popular icon throughout the Middle Ages
(de Pizan 1405/1999; Gravett 2007; Gies 2011). Elizabeth Tudor,
Queen of England, used such male coalitions—that McCoy (1989) called
“unruly men of the sword” (p. 9)—to her advantage showing that gendered
boundaries were not nearly as rigid in the private social sphere as once
thought (White 1962). Such an understanding is known popularly as the
“brain and brawn” balance that has inﬂuenced children’s literature into the
twenty-ﬁrst century (Lehr 2001).
Hanel’s (2010) children’s book on medieval knighthood emphasized a
knight’s social choice in which boys and young men had to make consequential choices that affected not just themselves but their communities—the
implication being that coalitions and, incidentally, cooperation were something to strive for whenever possible. Other recent children’s books, such as
Daniel Mersey’s (2013) King Arthur, continues the emphasis on chivalry and
knighthood as having been an ideal of fraternity, cooperation, and altruistic
bravery. Cooperation was a central theme of the Arthurian legend. The
Round Table was itself a symbol of more than cooperation; the Round
Table was a symbol of humility. The circle signiﬁed lateralized, shared
power in which no one knight was above the other or ahead of another
(Green 1953/2008; Mersey 2013). The Round Table, then, seems to be
geared toward gendered political egalitarianism and—to use Symons’ (1981)
terminology—“ﬁtness-promoting” (p. 154) social organization that has continued to inﬂuence the material in children’s literature to this day.
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The chivalric traditions of the promotion of ﬁtness and a romanticized
past continued to be carried through to the twentieth century not only in
children’s literature (Lehr 2001) but also in social traditions such as the
Ring Tournament in the United States’ South that Inez Parker Cumming
(1955) suggested was a Southern tradition inspired by medieval pageantry.
Cumming (1955) concluded that the combination of the old chivalric
pageantry with the new loud-speakers and a printed program in the form
of the Ring Tournament was part of the culture of the South that “[p]ersons
who have had ﬁrst-hand (or even second or third) knowledge of the Ring
Tournament always talk enthusiastically about it . . . For without a doubt the
South still hears the soft but insistent undertones of hoof-beats of the past”
(pp. 420–421). The South in particular seemed to have a romanticized view
of the equestrian; a symbol long emblematic of the European elite and
middle class alike. Some in the South especially seemed to foster the new
eques class persona, thus echoing the ancient and medieval notion that a
horse imbued to its owner a sense of authority (Goldsworthy 2006). The
horse with glimmering armor or livery had a purpose symbolic of the
emergent middle class. Although Cumming’s (1955) discussion in The
Georgia Review seemed egregiously wistful, the implication for elementary
and secondary education in the American South during much of the twentieth century is no less potentially profound. The implication seemed to be
that signiﬁcant sections of the South celebrated reimagined traditions.
Those persons and participants of all ages at the Ring Tournament demonstrated that they were “cultural beings” (Weinstein et al. 2004, p. 26) whose
conduct in schools would be inﬂuenced by their cultural traditions outside
of school. It is important then for teachers to consider the cultural vectors
that inﬂuence children’s behavior in school. Such cultural vectors as the
Ring Tournament within the Southern cultural context of the 1950s, for
example, may be an example of the “creative syncretism” coined by Gerald
Berk and Dennis Galvan (2009), who asserted that:
when compared to structuralist approaches, creative syncretism is an engine of
indeterminacy and possibility in institutional life. It draws our attention to
innovation, and meaningfully accounts for the unexpected, for new paths and
the rediscovery of old ones, and for the sense of déjà vu that one has been on
this trail before, though the trail is really never twice the same. (p. 576)

Such a view may encapsulate the tension between static structural theories
(such as Marx and Engels 1845/1926/1970) and the daily realities of
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classroom life that seem to trouble structure while simultaneously
reinforcing parts of it with cultural heritages that are really not quite so
static (Willis 1977; Dietler 1994; Gregor 2014; Hirst 2014; Joseph 2011;
Joseph et al. 2011; Agada 1998; Weinstein et al. 2004).
Children’s literature is a vector of cultural transmission. During the
twentieth and twenty-ﬁrst centuries, some authors of children’s literature
fostered a romanticized view of chivalry and knighthood that syncretized
historical primary sources for a present social purpose. Berk and Galvan’s
(2009) creative syncretism concept may be seen in communities such as the
Society for Creative Anachronism, Inc., that enact the pomp and circumstance of medieval traditions. Simultaneously, children’s book authors
(Hanel 2010; Lassieur 2010) and social commentators (Jacques 2010;
Lewis 2011) suggest some of the potential beneﬁts of a chivalric culture
in contemporary society. The Society for Creative Anachronism, Inc. (also
referred to as “the Society” or “SCA”), described itself in its 2009 updated
edition of its Organizational Handbook as:
a nonproﬁt educational organization devoted to study of the Middle Ages and
Renaissance. Most of its activities take place in the context of a social structure
adapted from the forms of the European Middle Ages, which allows participants to take a ﬁrst-hand look at various aspects of the life, culture and
technology of the times under study. (Society for Creative Anachronism,
Inc. 2009)

The SCA is an organization that is not really a reenactment group; it is, as
the Society itself claims, more than that by being a “living history group.”
Such a group studies history by participating in it in a reimagined form for
contemporary modern society. This is a process that is akin to participatory
action research (McIntyre 2008) but in a retro-historical modernist context.
The Society explains that:
[a]s a living history group, the Society provides an environment in which
members can recreate various aspects of the culture and technology of the
period, as well as doing more traditional historical research. We sponsor events
such as tournaments and feasts where members dress in clothing styles worn in
the Middle Ages and Renaissance, and participate in activities based on the
civil and martial skills of the period. These activities recreate aspects of the life
and culture of the landed nobility in Europe prior to 1600 CE. The dress,
pastimes, and above all the chivalric ideals of the period serve to unify our
events and activities. (Society for Creative Anachronism, Inc. 2009)
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Chivalry, as indicated in the Society’s statement, is a signiﬁcant component
of their planned social structure and expectations. The SCA may be viewed
as a group that exempliﬁes retro continuity by extracting what they view as
the best of medieval European society for a modern, contemporary context.
Children’s literature inﬂuenced the nexus between past and present that
likely inﬂuenced creative cultural syncretism, because people tend to carry
forward into adulthood their childhood understandings of the past. The
phenomena of children’s literature that romanticizes chivalry in conjunction
with living history societies, such as the SCA, may provide another answer to
what Bernadette Baker (2013) asked of the purposes of history in twentyﬁrst-century society. If modern individuals “transition between two different conceptions of reality that redeﬁne what a society is,” (Baker 2013,
p. 43) then Foucault’s (1977) technology of discipline may indeed be a
pattern repeating. Living history societies may infer what Baker (2013)
called “the cyborgic as constituting the new moral compass and the intensiﬁcation of abilities” (p. 43) that popular culture celebrates in such medieval revivalist fantasies as Crichton’s (1999) and Ovitz et al.’s (2003)
Timeline. Such phenomena combine the medieval with not just the present
but also its potential future in what may epitomize the cyborg construct of
regenerating and embedding components of the past onto the present social
structure. In this way, chivalry may be reborn and “grafted” (Berk and
Galvan 2009, p. 575) into a reimagined feminism and muscularity that
may at ﬁrst appear as an echo of the past but operates within a society of
the present fascinated by recent concepts such as socially engineered or
disciplined gendering (Symons 1981; Paglia 1990; Haraway 1991). The
implications of living history societies, then, nearly reify the desire for selfengineering in tension with the superstructure of cyborg society in which
both continue the past while modifying it inorganically for purposes of the
present. Berk and Galvan’s (2009) concept of creative syncretism seems to
add to Haraway’s (1991) cyborg conceptualization of the feminism social
construct in that creative “recombination are actually the norm; reproduction of routine and regularity are possible, but exceptional” (Berk and
Galvan 2009, p. 575). In other words, these social theorists suggest the
institutional and individual potential for acting as agents of change are far
more likely than the possibility of acting as agents of pure replication. The
implication for ostensibly medieval cultural concepts such as chivalry is that
the concept may be residually present in contemporary societies whose
ancestors came from that culture. Since pure replication is not possible,
then cyborg replication at the individual level (Haraway 1991) and creative
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syncretistic replication at the institutional level (Berk and Galvan 2009) are
the likely possibilities.
During the Middle Ages, there were many women who were inﬂuential
and exercised power in various cultural, political, social, military, and business spheres. This literature review identiﬁes and summarizes just some of
the most powerful during the Middle Ages to illustrate a balance between
medieval gendered dynamics and chivalry as they would inﬂuence education. As gender seemed to be a relatively rigid binary in the medieval
construct of chivalry, its reimagining cycles during the ﬁfteenth-century
Renaissance and nineteenth-century Victorian era prepared the construct
of chivalry to begin to move beyond the gender binary. The concepts of
cyborg gender society (Haraway 1991), creative social syncretism (Berk and
Galvan 2009) and their related components in social evolution (Symons
1981; Paglia 1990) provide a conceptual precedent for positing a potential
evolution of chivalry, or the chivalric ethos more broadly, toward a construct of what could be called androgynous chivalry. This prototype of a
new chivalric ethos is new but also rooted in history, related conceptual
precedent, and the original data collected and analyzed in the case study
chapter of this study. Androgynous chivalry is that which collapses gender
into itself, thus transforming the difference of gender into a tautology that
loses its binary meaning. Throughout history, however, the gender binary
seems to have held precedence in societal structuring of a village complex,
especially as it related to the raising of children (Bennett 1999; Lassieur
2010).
Eighteenth-century philosopher Catherine Macaulay seemed to echo the
critiques of gender rigidity suggested by Christine de Pizan (1405/1999) in
her book. Macaulay seemed to want to throw out fairy tales and romances
that were popular in the Middle Ages and still had intricately inﬂuenced the
gentlemanly ethos (Castiglione 1528/2002), because she seemed to interpret such medieval stories as literature that reinforced gender rigidity stereotypes that perpetuated inequality between the sexes. Macaulay did,
however, state a criticism in 1790 of Jean-Jacques Rousseau that may
have implications against this theorization of androgynous chivalry:
[H]e has made up a moral person of the union of the two sexes, which, for
contradiction and absurdity, outdoes every metaphysical riddle that was ever
formed in the schools. In short, it is not reason, it is not wit; it is pride and
sensuality that speak in Rousseau, and, in this instance, has lowered the man of
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genius to the licentious pedant. (Macaulay as quoted in Johnson and Reed
2012, p. 63)

Macaulay’s criticism of Rousseau’s theorized “moral person” seemed to be
based on Rousseau’s stereotypical emphasis on reinforcing gender equality in
which the male was elevated without connection to discernable merit.
Macaulay’s late eigtheenth-century criticism of the eighteenth century went
much further and was more strident than the critical observations of de Pizan
(1405/1999) in the early ﬁfteenth century—who still liked chivalry as a social
concept. Since Macaulay seemed to detest Rousseau’s theorized “moral
person” (in Johnson and Reed, 2012, p. 63), then it would seem that
fantasies such as those in modern American popular culture (particularly
Arnow and Stone 2012) would only serve to extenuate the “licentious
pedant” (Macaulay in Johnson and Reed 2012, p. 63). However, such
theorized criticisms would seem to be molliﬁed within the context of the
work of Symons (1981), Paglia (1990), Lather (1993), and Haraway (1991),
for example, whose scholarship opens more pathways for change—from
different theoretical subjectivities—to shake status quo assumptions.
The medieval chivalric code inferred this assumption and a presumption
that muscularity could not function without femininity with which to
compare itself. David Gutterman (1994) asserted of the gender binary
construct in the modern era that “difference implicitly challenges the
claim to transcendency for it entails an eternal oppositional entity or identity” (p. 222). The gender binary since the Middle Ages, therefore, may
potentially be interpreted as a social contract that depended on the majority
to accept a comparison constant in which rituals such as the jousting tournament inscribed masculine and feminine identities to the individual
through public, community validation mechanisms (i.e. the jousting tournament). Gutterman (1994) went even further with the claim that the
gender binary is based on “difference with a negative cultural valuation in
order to limit the capacity of ‘different’ beings to become subjects”
(p. 222). Christine de Pizan’s (1405/1999) The Book of the City of Ladies
inferred such negative cultural valuation of the gender binary of her early
ﬁfteenth-century context when she longingly noted ancient Roman education when people such as “Quintus Hortensius, great rhetorician and a ﬁne
orator of Rome” argued for equal educational opportunities for both boys
and girls (de Pizan 1405/1999, p. 140). De Pizan asserted that
Hortensius’s daughter “surpassed him in her marvelous eloquence and
command of oratory” after being taught by her father (p.140). And many
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other women educated in the ancient Roman system—such as Hortensia—
demonstrated that it was long past due for a more equal education system in
ﬁfteenth-century northern Italy. De Pizan cites a who’s who, including
Giovanni Andrea “the famous legist who taught at Bologna” in the fourteenth century who argued for the equal educational opportunity for males
and females (de Pizan 1405/1999, p. 140). The Middle Ages were a time of
dynamic educational debate.
Such an evolution is theoretically possible when considering that the
original chivalric codes all seemed to uphold service to persons—almost
regardless of gender—as a social ideal (Llull 1276/2013, de Charny 1356/
2005) even if the practice of chivalry generally fell short—especially during
the Crusades that debased most orders of knights to an almost primal
insanity (Asbridge 2010). Interestingly, the word knight in the English
language is itself gender-neutral. That aside, domestic knighthood as it
existed during much of the Middle Ages seemed to be a solution for many
parents to get their children on a path to respect, relative wealth, and
stability. Stability from the parents’ point of view seemed to be focused on
one of two things: (1) marriage, or (2), if not marriage, then priesthood.
This was an extreme binary that a number of youth rebelled against. A third
way emerged in the form of the knight-errant. This third way tended to be
celebrated in secular poetry.
The genre of chivalric literature blossomed anew during the twelfth
century with the troubadour love songs. The troubadour poetry
reenergized the chivalric ethos in popular culture. Perry et al. (2008)
observe that “[t]he troubadours reversed the traditional view of men as
superior and women as inferior and dependent in their relationships. They
introduced what was called ‘courtly love’ . . . The male courts the lady,
paying homage to her beauty and virtue” (p. 249). Matilda of the Normandy dynasty was the inﬂuential Empress of the Holy Roman Empire
from 1114 to 1125. After her husband Henry V died, she lost the imperial
crown. But she relatively quickly remarried. Her second husband was
Geoffrey the Count of Anjou. This marriage led to her being named Lady
of the English in what Marjarie Chibnall (1993) called a contentious “uphill
battle to establish her authority” (p. 63). Matilda seemed to establish a
career for herself, and, incidentally, establish a new medieval precedent for
powerful female ﬁgures that was not particularly concerned with the troubadour meanderings but seemed more interested in using chivalry as a social
tool to further project a feminist authority. That tool was, perhaps, knighthood itself. Tools have attainable goals; meanderings are difﬁcult to ground.
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Tools are fashioned with a purpose that can be relatively easily ordered.
Meanderings tend to be more difﬁcult to direct into measurable outcomes.
Matilda was largely successful and inﬂuential; her “political apprenticeship
was as good as her father knew how to make it” (Chibnall 1993, p. 63).
Apprenticeship was a model of education that had a nearly one to one
attention ratio so that students—or apprentices—could concentrate learning more efﬁciently relative to a group classroom structure in which learning
was more likely to be diffused. Matilda’s apprenticeship to her father seemed
to instill an understanding that power tended to be exercised through a
combination of fear and respect. She generally ruled with her husband, but
this was no mere operation between equals. Matilda seemed to project fear
through her husband’s political crown while she herself tried to maintain the
feminine “pedestal” of congeniality in public (Connor 2006). She may not
have had any particular concern for inﬂuencing chivalry itself, but her
precedent would have lasting effects that set the stage for Eleanor of
Aquitaine a century later.
The inﬂuential Eleanor of Aquitaine did encourage a partial reform of the
code of chivalry, it could be argued—for knights to practice the courtly
conduct espoused in troubadour song poetry—perhaps with some irony as
she frequently disregarded some of the male-centric expectations placed on
her—and her legacy as a reformer may be attributed an emphasis of her
authority as a queen than as the wife of a king (Wheeler and Parsons 2002).
Her assertiveness in action, in other words, indirectly contributed to chivalric reform even though she did not directly call for reform. Kaeuper (1999)
claimed that “[a]longside prowess, piety, and status, a fourth major element
constituting the great fusion of chivalry comes from its role as a framework
for love and the relationship between the sexes . . . eros rather than agape or
caritas” (p. 209). Chivalry was not only a male fraternity; it became a social
understanding between men and women during the High Middle Ages.
The social understanding, though, depended on the interested parties: the
Catholic Church, a noblewoman or nobleman, a squire or knight, and so
on. Where the Catholic Church tended to emphasize agape or caritas
(platonic, nonsexual forms of love), many of the young minstrels and
troubadours tended to emphasize eros to which many a youthful and secular
knight-errant was intrigued with and, as Christine de Pizan (1405/1999)
insinuated in her writings, this was on ritual display at many jousting
tournaments. De Pizan (1405/1999) and other women, such as the earlier
reformist Eleanor of Aquitaine (Weir 2001), seemed to see promise in
chivalry as a way to potentially inﬂuence social power dynamics. Chivalry
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seemed to be popular among many groups of noble women throughout the
Middle Ages, certainly even before Eleanor of Aquitaine’s inﬂuence—as
suggested by biographies of inﬂuential noblewoman Matilda (Chibnall
1993) of the Norman dynasty who reigned for a time over Germany and
then England during the twelfth century—because the man who lived the
code of chivalry was a man who respected women. Many did and many did
not, but the knightly education remained inﬂuential throughout the Middle
Ages (Gest 2010; Hodges 2005; Jones 2011; Kaeuper 1999, 2005).
Medieval chivalry may be seen as control on latent primal instincts; one of
which involved what Symons (1981) and Paglia (1990) referred to as “test
cases” of intimacy. Kaeuper (1999) suggested that the chivalric knight was a
man who always respected women. Part of that respect entailed the man
asking for her opinion. This assertion was explored by analyzing popular
Arthurian literature from the Middle Ages. Kaeuper (1999) used as a case
study the thirteenth-century prose romance The Story of Merlin, featuring
the brothers Agravain, Gaheriet, and Guerrehet who are also “prominent
Arthurian knights” (p. 211). The brothers’ conversation quickly turns to a
discussion of their host’s daughters. The brothers’ father, King Lot, has
their eldest brother, Gawain, assess his three younger brothers’ discussion
and he decided that Gaheriet had the best answer because he said that he
would not make any advance on her in the ﬁrst place and he would protect
her from any unwanted advances from anyone else. In other words,
Gaheriet exhibited all the elements of the code of chivalry in protecting
women: Gaheriet automatically defended her honor—frequently associated
with intimacy—and would ask for her opinion and what her wishes were,
thereby upholding her honor and his own honor by listening to her and
agreeing to her wishes. This also demonstrated the knight’s bravely to
defend someone deemed vulnerable even at the potential expense of his
own life. It also seems to be no mere coincidence that the person who
surprise-tested the brothers’ chivalric integrity was their father. This made
sense because chivalry was a concept that generally emphasized the binary of
father and mother roles in which father ﬁgures taught discipline in male
teenagers and asserted disciplinary action when necessary. The goal was that
the male youth absorbed the disciplined male schema and would maintain
social controls on their male peers.
The popular culture of the Middle Ages featured a number of ﬁgures
who debated in writings about what knighthood had become or should
be. Eleanor of Aquitaine encouraged a reform movement through her
action as a powerful female monarch toward greater policing and education
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of males to learn and uphold a code of chivalry that included women as
active partners. Christine de Pizan (1405/1999) later voiced chivalry’s
ideals as bi-gendered and an important organizing protocol, but only after
a sharp criticism of men whom she thought of as hypocrites for violating the
code of chivalry and whom she thought needed to be balanced with equally
powerful female counterparts. De Pizan (1405/1999) lamented, “Indeed,
. . . those trusty knights who should by right defend women have been
negligent in their duty and lacking in vigilance” (p. 11). The author of
The Story of Merlin included the brothers’ scene likely for two reasons: (1) to
address the male audience in emphasizing that a man (i.e. Gaheriet in the
story) can be masculine and gentle at the same time; the brothers’ scenario
probably was seen in real life by many knights and a situation that many
knights likely faced with their peers, so it would resonate with most of the
male audience. This would have been an especially likely scenario when a
group of knights was on assignment away from home. And (2), to address
the female audience (who likely shared Christine de Pizan’s lament about
hypocritical knights) with the scene to evidence that there were still knights
(in real life who are like the literary ﬁgure of Gaheriet) who listen to women
so that he may be a better companion to her and defender of her and thus
take his chivalric vows seriously.
The different opinions expressed by the brothers indicated “[t]he range
of views on knightly relationships with women” becoming more uniﬁed for
gendered respect (Kaeuper 1999, p. 211). The signiﬁcance of this was that
“[t]he element of reform likewise appears prominently. Willingness to use
force is denounced by two of the three debating knights and by both
judging knights” (Kaeuper 1999, p. 211). This nearly automatic resolution
of the majority of knights was critical to the effectiveness and longevity of
the male coalition or fraternity (Symons 1981) of chivalry, because it
signaled in word and action to women that knighthood maintained internal
integrity. One of the knights in the story in particular expressed an opinion
that could be interpreted as reminiscent of latent primalism (Symons 1981).
However, the vast majority of knights expressed the ideals of chivalry that
was even akin to egalitarianism. Thus, they proved their chivalry as a
transcendence from the inferred primal remnants of the stereotyped male.
Identity in action was and is inﬂuenced by external adult actors who try
to foster intrinsically based action identities that exhibit communitybuilding virtues to ﬁt idealized archetypes or even theorized standards
(Hamlin et al. 2007). Classroom management literature (such as Weinstein
et al. 2004; Milner and Tenore 2010; Fallon et al. 2012) suggests the
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challenges facing teachers in school environments (Agada 1998, 2001;
Apple 2004). Sometimes splicing together old ideas with new methods for
a retro construct can transform the classroom environment into a culturally
integrated platform that stabilizes what would otherwise be considered
‘at-risk.’ In other words, student identity is nurtured with a common
understanding of a chivalric ethos that becomes the classroom environment
itself. This is dynamic process that may combine components of “pastoral
control” (Schutz 2004, p. 17) with the industrial command hierarchy and
medieval notions of feudalism that are both pastoral and command-based.
The accomplishment of this splicing may reduce deﬁant behavior from some
students, generate a greater classroom community cohesiveness, and
include more students who might have otherwise been left out.
Knighthood was as a relatively consistent socio-professional way of being
throughout the Middle Ages (Kaeuper 2005). It was a widely understood
identity across Europe and the greater Mediterranean region, and it gave
meaning to the lives of many individuals. The chivalric ethos was a consistent concept for the better part of ﬁve hundred years despite changes and
evolutions of the particular characteristics of knightly orders and culture.
Chivalry as a codiﬁed way of living was dynamic with context. While knights
seemed to hold reverence as a perennial virtue, the practical characteristics
of knighthood were adapted in speciﬁc historical times. This is important
because knighthood evolved throughout the Middle Ages. The knighthood
of the early Middle Ages was generally characterized by more social mobility
and a lower threshold for entering the knightly ranks. The knighthood of
the High Middle Ages was generally characterized with more pomp and
overt wealth with elaborate rites and rituals from the dubbing ceremony to
the joust tourneys (Price 2001; Kaeuper 2005; Keen 1984/2005).

Errant Youth
Squires were frequently teenagers who sometimes engaged in behavior that
was frowned upon by some parents and clergy, not too unlike youth
cultures in modern America. Some teenagers found the allure of the errant,
or wandering, lifestyle to be the life for them so that they could explore
“what was central to lay identity” (Wertheimer 2006, p. 394). Others chose
the path of the spiritual knight or cleric to be the path for them so that they
could try to remain above most of what they saw as secular entanglements
(Wertheimer 2006).
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Adventure was a concept that enticed some teenagers toward the squire’s
path while others embarked on the journey to knighthood out of noble
purpose of service. Essentially, teenagers tended to enter knighthood mainly
out of one of two thematic reasons: (1) for ego, or for (2) service to others.
This split seemed to be evident in the knightly orders themselves. The
Knights Hospitaller, for example, were originally a service oriented order
in which the dubbing ceremony included the candidate vowing that “he
would live and die in obedience to the sovereign given him by God—in
other words the Master of the Order—in chastity, without property, to be a
serf and slave of ‘his lords the sick’” (Nicolle 2008, p. 104). This vow was in
stark contrast to the not-so-underground secular poetry written by a number of university students who celebrated secular themes of partying (Perry
et al. 2008; Zeydel 1966). Duby (1978) notes that “most of the knights
remained ‘youths,’ that is, bachelors” (p. 11), so the secular poetry from
some young men at university—such as Archpoeta—would probably have
observed individual peers of theirs who were squires-soon-to-be-knights
perhaps not living up to the chivalric ideal—at least not the Hospitaller’s
notion of the chivalric ideal. However, there were many orders of knighthood as well as knights-errant who were not afﬁliated with any particular
order but were rather solo and relatively independent. Some knights never
took any vow of celibacy, and as Price (2001), Duby (1978), and others
suggest, many knights were secular in nature without pretense to Catholic
traditions of piety. This seemed to especially be the case for knights not
afﬁliated with an order but were instead afﬁliated with a nobleman or lord as
a holder of a ﬁef. The Archpoetas of the High Middle Ages in university
towns may also have just been reﬂecting on the youth culture of their day
that emphasized the more glamorous egoistic components of the knighthood—or the path to it—rather than its more somber and sober components of selﬂess service to others.
Toward Chivalric Reform in the High Middle Ages
Alison Weir (2001) suggests that the code of chivalry and its application
through knighthood was itself reimagined in the twelfth century by the
highly inﬂuential Eleanor of Aquitaine for the context of her time
(1122–1204). Knighthood in the late twelfth century seemed to be caught
in the tension between the secular and spiritual, the sexual and the
nonsexual, and the violent and the nonviolent. Queen Eleanor indirectly
addressed this tension through here inﬂuence within the reigning House of
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Plantagenet and its cadet branches. Eleanor seemed to recognize the potential for a revitalized code of chivalry for the beneﬁt of men and women for a
stronger community culture of respect, loyalty, and safety (Weir 2001).
Knights had long been expected to be champions for and on behalf of
women, but Eleanor seemed to expect a more holistic chivalric practice in
which knights would hold themselves to the highest standards of not only
protecting women but celebrating women’s achievements with and apart
from men. This was in keeping with the historical trajectory of chivalry and
one of its more prominent literary and philosophical roots in the poetic
Arthurian legend of the Round Table that inferred the virtue of reverence
with the ideal of peer equality.
Eleanor of Aquitaine seemed to suggest in the twelfth century during a
particular zenith point in knightly pomp and power that knighthood was a
means for social stability. Queen Eleanor was inﬂuential in promoting
knights’ increased status to supranational pop stars during the twelfth
century. Eleanor was the wife and widow of two kings and the mother to
two kings and two queens. She inﬂuenced them all to promote knighthood
as a way for men to be respectful of each other and women in a code that
fostered mutual and bilateral proactive respect. One of her sons, the kingknight Richard the Lionheart, became a popular icon of the twelfth century
and of the Middle Ages generally. Eleanor inﬂuenced kings to promote the
teaching of chivalry as a process between men and women both as active
participants. Her inﬂuence on chivalry lasted for centuries. Queen Eleanor
contributed to a reimagined concept of chivalry in the twelfth century that
would change chivalry into the ideal of honor, loyalty, and courage that
would imbue knighthood for the next three centuries (Weir 2001) and
become the idealized status that knighthood is positivity remembered for in
some of the children’s literature (Hanel 2010; Lassieur 2010) and literature
for parents in the twenty-ﬁrst century (Lewis 2011; Jacques 2010).
Eleanor of Aquitaine essentially promoted a reform of chivalry at the
supranational level that had implications for chivalric culture for centuries. It
moved, however slowly, toward the concept of egalitarian theory. Christine
de Pizan (1405/1999) suggested in the late fourteenth and early ﬁfteenth
centuries that women could become knights. Echoing the advocacy of
Eleanor of Aquitaine from two centuries previous, de Pizan suggested that
women take an active role in chivalry as co-equal to men’s role in chivalry.
She stated: “There are in fact several women who have displayed the
necessary courage, strength and bravery to undertake and accomplish
extraordinary deeds which match those achieved by the great conquerors
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and knights mentioned in books” (de Pizan 1405/1999, p. 34). Larissa
Juliet Taylor (2010) examined one such woman knight, Joan of Arc
(1412–1431), who became an inspiration to young women and men not
long after Christine de Pizan wrote Book of the City of Ladies (1405) and
insinuated a motion to renew knighthood as a more inclusive way of being,
way of doing, and way of serving the self and others.
Christine de Pizan’s (1405/1999) advocacy of women as co-equals with
men in chivalric society was an ancient echo going farther back than Eleanor
of Aquitaine; her advocacy echoed a tradition from antiquity in which the
judicial system was overseen as much by women as by men. Equality before
the law, as understood in modern jurisprudence, was essentially
non-existent during the Middle Ages. But such a concept did exist in
ancient Greece and Rome in various ages of antiquity. Eleanor of Aquitaine
and especially Christine de Pizan’s (1405/1999) writings subtly advocated
a rediscovery as it were of ancient judicial protocols in which women were
recognized authorities on justice. Joan of Arc’s story (Taylor 2010) was a
judicial echo reiﬁed. One of the services rendered by a number of medieval
orders of knighthood was that of judicial enforcement of a lord’s orders or a
monarch’s order via his or her courts, not to mention conventions of
internal policing done by each knightly order. The social origins of
women as active co-equal participants in the practice of judicial enforcement
came from the ancient Greek social, political, and religious tradition of
Themis, who was the Greek’s ancient goddess of justice (Burnett 1987;
Spretnak 1992). The ancient Greek female symbol of justice, Themis, was
adopted into the Roman pantheon under the name of Justitia, and the
female symbol of justice persisted into the Middle Ages and to the present
as the symbol of justice in the United States—with the addition of the
blindfold to symbolize impartiality (Burnett 1987; Sullivan 2012). The
ancient statues of Themis, goddess of justice, were of a woman who held
a sword in one hand and scales in the other hand to weigh the merits of
individuals and their cases as well as enforce the rulings of the court after a
decision had been reached through due process. The original statues of the
female symbol of justice typically did not feature the blindfold because
Themis/Justitia’s perception was considered excellent and so the symbol
of impartiality was deemed unnecessary (Burnett 1987). Charlene Spretnak
(1992) asserted that even after the establishment of the “new god, Zeus,”
Themis “would not be silenced” (p. 65).
The concept of judicial enforcement and gender is important here
because medieval occupations such as knighthood tended to combine
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specialties in which a person could be cleric, judicial ofﬁcer, landholder,
business owner, and even a minter of coin all at the same time in which each
position was held simultaneously. Consider the position of teacher: one who
has multiple types of authority. Clerics tended to also be teachers. Clerics
were often some of the best educated, and they tended to be the only people
who had the resources and knowledge to write and transcribe books. This
distinction began to change during the late Middle Ages, but this was the
predominant pattern during the early and High Middle Ages. Women
Religious—nuns—tended to also be teachers. But as de Pizan (1405/
1999) suggested, a number of high-proﬁle women wanted to affect society
through chivalric pursuits. And some, such as Joan of Arc, did just that. A
tragedy of the Middle Ages was the limitations placed on many women
regarding what occupations women could hold. A number of societies
during the ancient eras and late antiquity were characterized by forms of
egalitarianism and perhaps in one or two societies women may have held so
much power that their society was attempting a matriarchy. Claims of
matriarchal societies in ancient Europe are very limited because of evidence,
but the claims to matrilineal societies are relatively well documented in the
historical and archaeological records (Becker 2000; Spielvogel 2012). Stella
Georgoudi (1994) criticized some historians and archaeologists for using
some Greek myths as evidence for matriarchal societies in Europe during
the Classical or ancient eras, but Georgoudi does note without speciﬁc
refutation that “proponents of the matriarchy theory therefore turn to
Herodotus” (p. 461), who wrote that the Lycians “‘resemble in some
ways the Cretans, in others the Carians, but in one of their customs, that
of taking the mother’s name instead of the father’s, they are unique’”
(Herodotus as quoted in Georgoudi 1994, p. 462). Evidence of matrilineal
societies are not evidence of matriarchal societies per se, but such evidence
when cross-referenced with research on other ancient societies—such as the
Etruscans (Becker 2000)—may suggest that the predominant patriarchies
were less rigid than some have assumed. Medieval Europe tended to be
characterized as a patchwork of patriarchies with a few isolated exceptions
that included some particularly inﬂuential abbesses, countesses, and warrior
dames such as Joan of Arc (Spielvogel 2012).
Concepts of Change Within Medieval Knighthood
It may be said that the operant condition of chivalry is knighthood, and the
raison d’^e tre of the dubbing ceremony is to ofﬁcially mark the

www.ebook3000.com

RETRO CHIVALRIC CONCEPTS

87

transformation of a squire into a knight whose purpose was to uphold honor
through loyalty, integrity, and defense of and for their communities and
others. This was in effect since the fall of the Roman empire until the
Crusades. But even after the scandals of the Crusades, medieval knighthood
would continue into the sixteenth century. The remnants of chivalry—what
could be remembered from before the Crusades—became like a cherished
rare gem thereafter for those brave enough to rekindle the shadow of
classical chivalric ideals. Unfortunately, as is common in war, the best
components of knighthood were transmogriﬁed into a horrible caricature.
Knighthood was losing its way as individual orders of knights set aside their
code of chivalry for wartime expediency. The slippery slope was triggered
and knighthood would go into decline.
Shakespeare’s plays may be seen as a foreshadowing of the changing
context that knighthood was in during the sixteenth century. According
to McCoy (1989),
the opening scenes of Richard II convey a vivid impression of chivalry’s ritual
solemnity and vigor. These scenes also reveal the tensions latent within
chivalric ceremony, foreshadowing the more open antagonism between the
King and his powerful noble subjects. (p. 1)

Knighthood was a personiﬁcation of medieval reverence that was tied
closely to feudal privilege. King Henry VIII of England destabilized that
reverence in the sixteenth century with his unilateral seizure of lands from
his vassals—both clerical and secular. Henry VIII’s actions increased tensions with the old-fashioned knights in his court and throughout the realm
who became uneasy at the king’s blatant ﬂouting of the old chivalric ethos
both politically and socially. But Henry VIII’s interpretation of royal prerogative over ennobled knights was a tension consistent throughout Europe
in royal courts. Kaeuper (1999) claimed that “[t]he worlds of kingship and
of pure knightly prowess obviously seem incompatible” (p. 98) when
medieval literature is analyzed as a whole. The fourteenth-century author
Honoré Bonet took “the royalist line” in his book Tree of Battles that he sent
to Charles VI of France in 1387 suggesting that the monarch had the sole
prerogative to declare war or order exactions of justice. Nevertheless, even
Henry VIII, the arguably most overt royalist and anti-feudalist monarch of
the sixteenth century, seemed enamored of the feudalistic knightly persona,
or more speciﬁcally the persona of knight-errant (Elton 1967).
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Peter Coss’s (1991) case study of feudalism in England during the
twelfth and thirteenth centuries—or High Middle Ages—further elucidates
intricacies of feudal community and, speciﬁcally, the multidimensional role
of knighthood in local, regional, and international community. Knights as
vassals and vassal holders were bound by their chivalric code that placed
emphasis on the concept of honor. The concept of honor within chivalry was
not static but was subject to local interpretation based on the context of
whether the term was used in an “honour court” of peers or as a signiﬁer of
community itself when honors could sometimes refer to ﬁefdoms (Coss
1991). The frequency and diversity of use of the word honor suggests its
centrality to chivalric culture. Barons and other lords tended to use the
word. It had resonance with wider society and seemed to be a lingua franca
or common term of doing social business. Ostensibly, everyone understood
the basic connotations of honor. Its use with knighthood was of particular
interest as knighthood became increasingly codiﬁed through the system of
heraldry, inherited vassalage, and a retrenchment of honor culture emphasizing loyalty and ritual. Coss (1991) notes that in the writings of the literary
authors of the twelfth century, a two-tiered distinction in knighthood is
seen: the milites gregarii and the milites primi or mediae nobilitatis. In other
words, there were the middle-class knights and the upper-class knights.
However, by the year 1230, the “dividing line between these two ranks
. . . seems to have vanished. Castellans and simple knights were no longer
separate groups; they fused and became one” (Coss 1991, p. 12). Specialized orders of knights had existed for centuries before this class fusion and
they would continue, but the Crusades seemed to be the large triggering
series of events that led to the fusion of knighthood social ranks. Orders of
knights changed from a largely peacekeeper purpose to one of offensive
military purpose.
The order of the Knights Hospitaller is an example of the shift that the
Crusades caused in the purpose of knightly orders. Originally, the Knights
Hospitaller served in a non-combatant role to care for Christian pilgrims on
their way to the Holy Land. But as the Crusades dragged on, the Hospitaller
order created a new group called the Knights of Jerusalem to deal with the
increasing perception of danger wrought by the increasingly brutal Crusade
wars. These knights were trained for an almost entirely military role to
secure supply lines and go on offensive missions. This order purchased
castles and land from the Crusader States and other Latin ﬁefdoms mostly
to train and equip themselves for protecting the Latin Kingdom of Jerusalem. By the Fourth Crusade, the newly organized Latin Empire of
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Constantinople was founded to secure supply lines to the Latin ﬁefdoms in
the Middle East. In 1205, Emperor Baldwin gave large ﬁefs to the Knights
Hospitaller that would increase the training and material for the Knights of
Jerusalem (Nicolle 2008). In keeping with their more military purpose, the
dubbing ceremony changed to one of less pomp and circumstance. A
candidate for the order would ask for membership from the Master of the
Order or other presiding brother at the order’s meeting. The candidate
would answer a series of questions about his character and be told that if he
lied he would be expelled. David Nicolle (2008) explains:
A missal was then brought forward. The candidate placed his hands on the
book and swore an oath . . . stating that he would live and die in obedience to
the sovereign given him by God—in other words the Master of the Order—in
chastity, without property, to be a serf and slave of ‘his lords the sick.’ (p. 104)

This oath of the Hospitallers was swathed in direct religious commitment
that was rare prior to the Crusades. The Templars were similarly religious at
their foundation. Previous to the Crusades, however, many knights were
secular and not religiously bound. In other words, they were not a member
of a religious order and did not take an oath of celibacy. An oath that
included celibacy was the sign of religious purpose. Most knights swore a
secular oath to his lord and promised to uphold the code of chivalry. That
was essentially all that the knight’s oath had been since the ninth century,
and “the components of chivalric renown remain surprisingly consistent
across secular and romantic literature, diverting only in the sharply religious
treatises” (Price 2001, p. i). The Knights of Jerusalem were an example of
this divergence (Nicolle 2008). So, the Crusades marked a shift in many
knightly orders’ oaths. After the Crusades ﬁnally ended, the Knights Hospitaller would return to provide hospice services (Nicholson 2006; Nicolle
2008).
Prior to the Crusades, knighthood was a more dynamic social standing
that afforded opportunities for peasants to become knights based on merit.
Nevertheless, social mobility might possibly be inferred from its geographic
counterpart. According to John Cotts (2013), more than “90 per cent of
Europe’s population” (p. 85) consisted of the “peasant” class, the
non-titled, non-ennobled third class whose potential for social mobility
was very unlikely, but not unheard of. The third class had its own hierarchy
in which some individuals could attain social mobility, and it was within this
90 percent of the population that the medieval middle class of urban
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merchants and equestrians (re)emerged. They were not tied to the land like
so many of the peasant tenants, and so they could travel, and it was through
travel that they could gain the social mobility that seemed illusive to those
who could not travel. Cotts (2013) asserted: “Recent research has
suggested a greater degree of geographical mobility among medieval peasants, especially during the High Middle Ages” (p. 84). Early medieval
knighthood—the equestrian or eques class—tended to be a dynamic group
allied through the codes of chivalry with a common core of virtues, including religious reverence, secular honor, and defense of women. The process
that knighthood went through in the twelfth century that Coss (1991)
discussed was indicative of the beginning of the militarized ossiﬁcation of
large segments of the knightly class into inherited privilege instead of its
prior characteristics of earned honor, at least in some localities and with
some orders of knights. The year 1485 marks a signiﬁcant shift according to
most historians in the decline of old chivalric culture (Weir 2011). Chivalric
culture continued to be nurtured, but not so much by secular communities
as it had previously. The Crusades had already signiﬁcantly besmirched
knighthood’s reputation as overt religiosity began to strain chivalry. Before
the Crusades, religion and chivalry were intertwined but mostly for ritualistic purposes, and not so much for dogmatic purposes. This is one of the
reasons that knights could be just as effective ambassadors and diplomats as
they were defensive warriors. However, the Crusades at ﬁrst destabilized
chivalry and then essentially transmogriﬁed chivalry into an unpleasant
caricature of hypocrisy. The order of the Knights Templar, in particular,
was in a dire public relations ﬁasco of what could be called honor deprivation. They had become intertwined with complex ﬁnancial proﬁt interests
that essentially stripped them of their honor in negotiating not only with the
Muslim Saracens but also with their fellow lay Christians (Asbridge 2010).
Frederick II, the Holy Roman Emperor (reigning 1220–1250),
admonished the Grand Master of the Knights Templar in the
mid-thirteenth century for allowing dishonorable conduct to become a
chronic problem within the order. Malcolm Barber (1994) noted that
Frederick II “wrote angrily to tell the Master and brothers [the Knights
Templar] that this was contrary to his honour and that if they did not desist
he would conﬁscate all Templar property in Germany and Sicily” (p. 144).
These admonishments from monarchs eventually became more widespread
admonishments from the larger lay community. The once proud and highly
respected order of knights began a decline into transmogriﬁed existences,
especially after the Second Crusade, and Crusaders’ increasingly histrionic
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religious justiﬁcations for bizarrely scandalous conduct (Munro 1914). The
Holy Roman Emperor himself was exasperated by what he considered to be
the Templars running amok. The Knights Templar, however, saw the
situation differently and considered Frederick II to be asking them to go
against their honor (Barber 1994). Interpretation of their honor obligations
aside, the Ayyubid leadership in Egypt—especially the Ayyubid sultan
Al-Kamil in 1238—tended to at ﬁrst respect senior knights. The knightking, Richard the Lionheart and lord Balian of Ibelin, who was himself the
son of a well-respected knight of the County of Jaffa, tended to be respected
by their counterparts in the Ayyubid and Saracen ranks (Barber 1994). The
special orders of knights and the individual knights—such as Balian of
Ibelin—were engulfed in sociopolitical complexities that were at times too
much for their honor. The increasing indiscretions and precipitous behavior
of some knights during the Crusades reached a tipping point that cost the
reputation of the entire order. Asbridge (2010) suggests that many in the
European community began to blame the Military Orders of knights “for
pursuing international interests” (p. 657) rather than maintaining their
traditional purpose of providing for the mutual beneﬁt of the community.
The Crusades, in other words, eventually caused many military orders of
knights to lose their moral scepter (Asbridge 2010). Medieval knighthood
would continue until about 1485 with some notable changes thereafter
during the Renaissance.
The Hundred Years’ War reversed part of what had been reclaimed for
chivalric honor. There are a number of exceptions, perhaps most notable
here is the rise and public acknowledgement—however tragically short—of
Jeanne d’Arc (or Joan of Arc) in the 1420s until 1431. Joan of Arc became a
knight in the service of the French king. She exhibited much of the chivalric
ethos—loyalty and honor. And perhaps even more notable is that she rose
to the de facto position of knight from a peasant family. Being from the
peasant class was not necessarily a hindrance in the early Middle Ages and
beginning of the High Middle Ages, but by the Crusades a shift was
occurring in society, as examined by Coss (1991), that all but prevented
those born into the peasant class from becoming squires. Ultimately, this
precluded many eligible young people from advancing to the dubbing
ceremony. Nevertheless, Joan of Arc’s exceptionality in the late Middle
Ages is important to mention here because of the precedent it set for a
woman to become a knight. Joan of Arc’s rise after the chivalric crisis of the
thirteenth century is an example of how the values of chivalry do not
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particularly change, but rather the interpretation of how those values are
manifested in action can and do change (Taylor 2010).
Renaissance and the New Knighthood
By the beginning of what would become known as the Renaissance, the new
gentlemanly culture replaced much of chivalric culture both in writing and
in art (Eco 2002; Ianziti 2012). The Italian concept of virtù in particular
began replacing the code—although not the ideals or the aesthetics—of
chivalry during the sixteenth century. Virtù was a type of civic virtue rooted
in the Latin language for a person’s ability or personal agency. This was a
contested topic during the Renaissance by such scholars as Leonardo Bruni,
who took historical storytelling in a new—or perhaps rediscovered—direction. Instead of repeating the story style of the medieval chroniclers, Bruni
looked at the ancient historical texts of Thucydides and Polybius. According
to Gary Ianziti (2012), Bruni’s historical writing “embraced a host of
features, ranging from the new emphasis on causal explanations grounded
in human behavior, to more sophisticated modes of presentation, to a freer
and often critical use of source materials” (p. 5). Bruni traced aspects
of virtù in his study of Florence (Bruni 1442/2001, 1442?/1987),
and Bruni’s fascination with the ancient Athenian military ofﬁcer and
philosopher, Xenophon, would further suggest what was really more of a
rediscovery of virtù as a use of personal agency for the community (Ianziti
2012). In other words, what an individual did should be tied to some sort of
conscience that would affect an individual’s actions not just for his ﬁef but
also for the beneﬁt of the wider community. This, in turn, seems to lead to
the growing sense of nationalism that characterized the later Renaissance
and, it seems, characterized the ancient Roman expansion.
Civic humanism seemed to have had roots in the practice of knighthood.
However, the civilian-military fusion of mid- to late-medieval knighthood
was transforming into the gentriﬁed form of a more cosmopolitan denizen
whose responsibilities included more than their narrow feudal loyalties.
With the Renaissance, civic humanism emphasized the expansion of the
new gentlemanly identity to include more aspects of rhetorical scholar and
philosopher in addition to warrior (Atwill 1998; Ianziti 2012). Bruni
(1370–1444) was a city ofﬁcial living in Florence, Italy, and part of the
emergent humanist movement. His discussions of virtù in the history of the
Florentine people suggest the important role that ritualized agency had in
fostering a constructive community. It is in this, then, that the court rituals
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of knighthood would live on along with the title of knight. Bruni seemed to
want Renaissance knighthood to be partially characterized by the ancient
Athenian ofﬁcer-philosopher, Xenophon. Bruni suggested that Xenophon
was “especially noteworthy for having combined the abilities of a military
commander with those of a philosopher and gentleman scholar” (Ianziti
2012, p. 245). It is here in Bruni’s work, then, that the origins for the new
gentlemanly knighthood may be found. Ianziti (2012) notes: “Bruni presents Xenophon as a man of many skills, capable of leading an army, writing
a philosophical treatise, or managing a country estate” (p. 245). The roots
of Bruni’s description of a gentleman-warrior-scholar are in knighthood, as
his praiseful characterization of Xenophon could also be a partial job
description of medieval knights. After all, many knights—such as Geffroi
de Charny (1356/2005)—were known for their writing and diplomatic
prowess as much as for their ﬁghting prowess. Many male youth either
aspired to be knights or were still taught a romanticized ideal of chivalry
(Ozment 1981), even as chivalry transitioned into the gentleman’s ethos.
However, Hankins (2011) suggests that Bruni’s work, De militia
(c. 1420), was more than a mere “attempt to reform communal knighthood
in accordance with ancient models” (Hankins 2011, p. 7). Hankins (2011)
observes that Bruni’s work on “civic knighthood” was actually “radical” in
that Bruni “raises the question [of knighthood] to a higher level of abstraction altogether by inquiring what the essence is of communal knighthood”
(p. 8). Bruni’s fascination with knighthood seemed to be in its perceived
power to balance the needs of the individual with that of the community
with internationally understood cultural norms of respect. As Hankins
(2011) observes: “The question for him is as much a philosophical as an
historical one” (p. 8). Bruni essentially reimagines knighthood and then
backtracks the reimagining toward the conceptual framework—the chivalric
ethos—that supports his concept of civic knighthood. A couple of centuries
earlier, Eleanor of Aquitaine addressed the praxis of chivalry (Weir 2001).
Eleanor of Aquitaine seems to have sought to reform chivalry more than to
reimagine or retheorize it as totally as Bruni seems to have done. Knighthood essentially remained unchanged under Eleanor of Aquitaine, even if
some of the components of the chivalric code were changed to include
women in a more prominent role (Weir 2001). It is within this historical and
philosophical context that this study is situated; this study is an attempt at a
twenty-ﬁrst-century reimagining of chivalry and of its operation in knighthood within a school context.
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Societal changes in the sixteenth century under the direction of several
prominent monarchs such those of the Tudor Dynasty—Henry VIII and
Elizabeth—provided some of the groundwork for a near-totalized
reimagining of the chivalric code. Bruni’s De militia was a piece of the
cultural puzzle that symbolizes larger cultural shifts occurring in the run up
to the Tudor dynasty’s revolution (Elton 1967; McCoy 1989). Reform was
uneven, but Bruni’s “reinterpreting [of] the meaning of communal knighthood” (Hankins 2011, p. 11) deﬁned a chivalry that was very different from
medieval chivalry. Hankins (2011) asserted of Bruni’s concept of civic
knighthood that there were “no divided loyalties to lord, lady and church;
here is no supranational code of conduct, . . . no roving adventurers seeking
to prove their prowess or ﬁnd the Holy Grail, no jousts or tournaments or
feats of arms” (p. 11). In other words, Bruni’s conceptualization of civic
knighthood was a signiﬁcant shift in what knightly identity entailed.
Baldesar Castiglione’s (1528/2002) Book of the Courtier established the
new gentleman’s ethos that was essentially constructed around the concept
of virtù. Chivalric culture would continue in gentlemanly conduct. Chivalric culture would also continue more evidently in the surviving special
orders of knights that tended to more heavily rely on institutional, dogmatic
religiosity for their purpose—such as the militant Knights Templar and the
Teutonic Knights. The Knights Hospitaller was able to partially retain its
more civil-service reputation as hospice providers, although their reputations as ﬁghters would be remembered in the Levant. As suggested by Alain
Demurger (2009), kings were gaining more power and this destabilized the
feudal system and eventually led to nationalistic nation-states based on
autocratic monarchical power and a currency-based economy—both
changes damaged knighthood. Honor was based on loyalty, not on
money. Where before monarchs shared power, now—by the late ﬁfteenth
century—monarchs began to seize power for themselves and conscript
armies based more on a ﬁnancial basis of motivation than on the chivalric
honor code. The monarchical inquisition of what became the last Grand
Master of the Knights Templar, Jacque de Molay, in 1307 triggered an
accelerated decline of the chivalric ideals of honor and loyalty that had
already been on precipitous decline because of the scandalous horrors of
the Crusades (Demurger 2009).
Castiglione (1528/2002) provided the literary basis for chivalry’s successor, the gentleman’s ethos. This concept carried through the Renaissance
and included components of chivalry while adding a more civilian overlay
that was part of the changing social system. Prior to about 1500, the civilian
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and military were not so easily delineated. Although the two spheres had
signiﬁcant overlaps after 1500, the courtier or gentleman could almost
entirely be a civilian without the requirement of prior feudal vassalage to
ﬁght on the ﬁeld of battle. Nevertheless, some of the accoutrements of a
warrior persona that were emblematic of medieval knighthood reemerged
in the gentlemanly persona and expectations of court life. For example,
gentleman ofﬁcers in the eighteenth century wore a stylized armor worn
around the neck called the gorget. The gorget was part of medieval plate
armor that a knight wore in the ﬁeld to protect the front of his neck.
Gentleman ofﬁcers also frequently had the title of knight given to him
from the monarch as an honoriﬁc for being in the royal service. The pomp
and circumstance of knighthood as a title was regenerated in the eighteenth
century. The gentleman knight of the 1700s reenergized the chivalric ethos
that carried forward into the 1800s and the Victorian era. I would suggest
that knighthood had largely been reformed by the Victorian era, albeit in a
scaled down form that emphasized social tact and diplomatic ﬁnesse rather
than ﬁeld honor. In other words, the vernacular “street” credibility was
largely lost because the ofﬁcers and enlisted personnel were mostly separated—far more than had been the case during most of the Middle Ages.
The chivalric ethos certainly continued with the awarding of knighthoods
by the British monarchy and others as well as in reanimations such as the
famous Eglinton Tournament of 1839 with tens of thousands of spectators
at the retro jousting tournament (Duby 1980; Hankins 2011). It was
during the Victorian era, that knighthood entered one of its most diversiﬁed
period with knighthoods awarded for many types of civic, scholarly, martial,
and service accomplishments. It also combined at times with the Industrial
Revolution for the origins of the steam punk literary and aesthetic genre.
Toward Knighthood and Reverence for the Twenty-First Century
There were many authors of texts on chivalry, because knighthood held a
place of awe and reverence in medieval European society. Reverence infers
awe (Woodruff 2001). Schweitzer’s concept of Reverence for Life infers fear
and awe that spurs accomplishment of a goal (Rud 2011; Rud and Garrison
2010). Chivalry and knighthood was an inﬂuential sociopsychological consciousness, way of being, and way of doing (Kaeuper 2005; Llull 1276/
2013; de Charny 1356/2005). These concepts of awe in reverence are
important for understanding medieval knighthood and its potential to be
revitalized in schools in a reimagined form, because many of the roots of
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chivalry are in the virtue of reverence. Reverence may be seen as a way of life
that can be encouraged, fostered, and trained into the next generation
(Woodruff 2001).
Some twenty-ﬁrst-century children’s books on knighthood and chivalry
(Hanel 2010; Lassieur 2010) continue the legacy of popular imagery of
chivalry being an ideal for male conduct. This children’s literature seems to
infer that knightly dignity was earned through the apprenticeship—as a
squire—and successful completion of tests and gauntlets to be dubbed a
knight. The earned dignity of knighthood stabilized the male identity so
that he was more likely to be a constructive, purposeful member of society—
both at home and abroad.
Ritual is a signiﬁcant component of reverence that encourages its participants to be in awe of the ritual’s subject; therefore, participants may be more
likely to carry the banner forward, so to speak, in continuing the subject of
the ritual (Woodruff 2001). The ritual is not the focus, but rather, the ritual
is an avenue toward achieving its end goal. By reifying chivalry as the
organizing ritual of knighthood for a school context, then a retro form of
life could characterize a classroom in which the tenets of reverence are put
into practice for the beneﬁts of school community (Garrison and Rud 2009;
Rud and Garrison 2009, 2010).
Chivalry is contextualized here philosophically and historically as it has
existed through the ages (Keen 1984/2005; Kaeuper 2005; Llull 1276/
2013; de Charny 1356/2005). To interlink the historical inﬂuence of chivalry
in the eighteenth and nineteenth centuries, I discuss the nineteenth-century
concept of Albert Schweitzer’s Ehrfurcht vor dem Leben (“Reverence for
Life”) (Rud 2007; Rud and Garrison 2010), Leopold von Ranke’s wie es
eigentlich gewesen (“As it actually was”) (Novick 1988), and Matthew Arnold’s
poem Desire (Arnold 1849/2008) as a component of his educational theorizing of the Victorian British schools and continental European grade school
system (Boyer 1923; Neiman 1957; Rapple 1989). Schweitzer, von Ranke,
and Arnold were contemporaries with each other in nineteenth-century
Europe, and I would suggest that they demonstrated a revitalized chivalric
ethos that focused on the knightly ideal of bravery in service to educational
constituencies.
Most recently, the concept of knighthood has been revived as a potential
psychosocial teaching and learning tool (Hanel 2010; Jacques 2010).
Recent historical ﬁction novels that explore the individuality of knight protagonists (e.g. Lessard 2008) suggest a contemporary fascination of chivalry
and knighthood that are indicative of the potential popular appeal of
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knighthood studies in educational settings. Rachael Hanel’s (2010) children’s book, Life as a Knight—and a similar book by Allison Lassieur
(2010)—puts readers in the role-playing scenario in which they are to
learn the basics of the code of chivalry, take the persona of a knight, and
then make important choices as they are presented with various scenarios in
“their” adventure. The implication of this book is that you—the reader—
are on a life journey and personal choices affect people. Hanel’s (2010) and
Lassieur’s (2010) children’s books on chivalry and knighthood infer a
reimagined chivalric ethos that seem relevant to today’s youth. The scenarios (Hanel 2010; Lassieur 2010) that readers are faced with force an
evaluation of their ethics because the decisions that the reader make have
consequences that are illustrated in the story.
Jacques (2010) approaches the concept of a reimagined chivalric ethos
from a slightly different angle by looking at what he views as the importance
of having a widely recognized philosophy of conduct that stabilizes and
gives meaning to male identity at the societal level. Jacques (2010) emphasizes the traditional ideals of knighthood and the knight’s code of chivalry—
service, humility, honor, loyalty, and courtesy—as a panacea to “reinstate a
viable cultural identity for men” (p. 4). Hanel’s (2010) children’s book on
knighthood and Jacques’ (2010) book advocating for a contemporary ethos
of chivalry suggest a popular interest—even yearning—for an educational
environment in which the male students in particular are trained in the
reverence and respect for others that emanates from the foundations of the
chivalric ethos.
Hodges (2005) noted that the meaning of some of the major symbols of
chivalry—including the popular notion of the Grail quest—have changed
throughout history. Speciﬁc religious connotations have waned in favor of
emphasizing the more generic, yet no less important, social characteristics
such as honor in competition. Hodges (2005) notes in his analysis of
Malory’s Le Morte D’Arthur: “Where once the Grail came to knights in
their weakness . . . now it shows itself only to the best knights at their best”
(Hodges 2005, pp. 23–24). Applying this type of literary logic to the
contemporary classroom may at ﬁrst seem surprising. However, consider
the case study within the context of a teacher who entered a classroom as an
outsider who needed to earn respect from an underachieving class. He
would have to be on a quest and do something innovative to earn the
students’ respect both in times of weakness and in times of excellence. As
suggested by Hodges (2005), the fundamentals of chivalric symbols are not
what are important; rather, it is the interpretations that are important. When

98

2

REVIEW OF THE LITERATURE AND LINEAGE OF CHIVALRIC IDEALS

considered this way, I suggest that the allegory of knighthood is an interpretive framework that may work as an identity stabilization schema for
male students. Calmness can be perceived as a reﬁned strength intended to
subliminally communicate to students that the classroom should be a place
of reverence (Rud 2007, 2011) for a productive and proactive community
of learning.

FOUNDATIONAL SAYINGS
There are two sayings in German and a fourteenth-century saying in French
that are important for this discussion. Albert Schweitzer coined the saying
“Ehrfurcht vor dem Leben” (Schweitzer: “Reverence for Life”) (Rud 2011),
and Leopold von Ranke is reported to have used “Wie es eigentlich gewesen”
(Ranke: “As it actually was”) as the organizing principle for historical
understanding (Novick 1988). Both sayings carry with them some nuances
in translational importance. Schweitzer’s saying means reverence in awe and
fear (Rud 2007, 2011). Embedded into the chivalric ethos is to persevere in
service to others despite challenges.
The highly inﬂuential French knight Geoffroi de Charny (1356/2005)
argued for the principle of qui plus fait, mieux vault (“he who does more is
worth more”) (Kaeuper 2005, p. 23). This is in keeping with the chivalric
quest in which a squire or junior knight must achieve some difﬁcult to attain
goal. Learning to understand challenges and implement solutions has historically been part of the knightly ethos (Keen 1984/2005). Although knights
did not always live up to the chivalric ideal wie es eignetlich gewesen (as it
actually was), some knights were highly respected by their communities
locally and internationally for their chivalric reputations based on their actions
of peacemaking (Kaeuper 2005).
The ideals of knighthood—honor, respect, and service—transcend local
context. To serve others tends to encourage reverence, which is the virtue
that forms the foundation for the code of chivalry. Albert Schweitzer may be
seen as a nineteenth-century example of a reimagining of Bruni’s concept of
civic knighthood in De militia (c. 1420, as discussed by Hankins 2011).
Schweitzer provided health service despite his contemporary doubters.
Although Schweitzer was not a knight nor did he ever receive a knighthood
in the Order of the British Empire (or in any other order of the twentieth
century), he implemented the service ideals of qui plus fait, mieux vault that
characterized knighthood throughout its history (Kaeuper 2005; Gest
2010). Rud (2007, 2011) explained that Schweitzer did something
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signiﬁcant for the healthcare of Gabon in the early twentieth century despite
those who doubted Schweitzer’s intentions because of the context of
colonialism. To have good health is to have a higher likelihood for learning
and for being at peace. For example, Schweitzer founded a hospital in
1913 at Lambaréné, Gabon that became a signiﬁcant healthcare facility
and is still in operation a hundred years later (Rud 2007, 2011). Schweitzer
seems to epitomize de Charny’s (1356/2005) principle of qui plus fait,
mieux vault; he implemented constructive projects of peace for the community that increased in value. The purpose of Schweitzer’s hospital was to
increase physical health, which would allow for individuals served at the
hospital to have a higher standard of independent life. Those who feel well
seem more likely to be happy. Schweitzer performed this ethic with the
hospital at Lambaréné for which its legacy continues (Rud 2011; Rud and
Garrison 2010). The example of Schweitzer is important for illustrating the
transcendent ideals of knighthood, even if an individual is not ofﬁcially
dubbed a knight and despite contemporary doubters. The reimagined
knight’s honor propels him or her forward in carrying out their service duty.

BRINGING THE DISCOURSE OF THE QUEST INTO CONTEMPORARY
CONTEXT
The context of Schweitzer’s work was European colonialism on the one
hand and a quest to liberate the oppressed on the other from something.
Schweitzer’s work (Rud 2011) seems to have been more in keeping with the
chivalric ethos of the High Middle Ages as espoused by Llull (1276/2013)
and de Charny (1356/2005), rather than the Renaissance civic knighthood
(Bruni 1442/2001; Hankins 2011), or the cosmopolitan gentleman identity espoused by Castiglione (1528/2002). The type of chivalry that I am
suggesting Schweitzer manifested was a hybrid that seemed to have the
notion of the quest in liberating the oppressed other—very much a characteristic of the crusader mentality of the High Middle Ages—but also components of the courtly gentleman that was popularized by Castiglione
(1528/2002) and inﬂuential in Europe among the nobility and middle
class of the nineteenth and early twentieth centuries. Liberation is itself a
component of the chivalric ethos in that the medieval code of chivalry
included (1) defending those too weak to defend themselves and
to (1) not attack an opponent who could not defend himself (Llull 1276/
2013; de Charny 1356/2005). The ﬁrst is a proactive help-oriented
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concept while the second is related to limiting negative reactionary behavior. Both of these components in chivalry infer the goal of self-regulation so
that the individual is not overly reliant on others for behavior regulation.
This concept seems logical within the medieval context of feudalism in
which monarchs gave autonomy to barons and knights to self-regulate
their ﬁefdom so long as they remained loyal in fealty to the person who
held the royal crown (Keen 1984/2005). Schweitzer seemed to be on a
quest—a mission—to help the vulnerable at Lambaréné by founding a
hospital to free them from illness.
In contemporary literature on schools, Freire (1970/2000) suggests that
poverty may be a form of structural oppression that negatively affects
students in academic achievement. Schweitzer addressed what he viewed
as the health needs of the population in and around Lambaréné doing in
practice what Freire seemed to suggest was important—fostering independence. Freire discussed the potential of reimagining pedagogical structures
in the late 1960s during a time period sometimes referred to as European
decolonization. Both Schweitzer (Rud 2011) and Freire suggested the
inﬂuence of the colonial legacy that drew forward social components of
the past while simultaneously transforming those components for the present context. The two approached the concept of oppression and freedom
from different perspectives because of their respective temporal contexts. Of
those social components, I address two here: reverence and chivalry.
Schweitzer (as discussed by Rud 2011) and Freire (1970/2000) seemed
to suggest the importance of independence in their different contexts.
Schweitzer essentially practiced qui plus fait, mieux vault (“he who does
more is worth more”), a component of the medieval code of chivalry as
codiﬁed in writing in 1356 by the revered knight Geoffroi de Charny
(1356/2005). Schweitzer built a hospital to help people by improving
their health. In other words, he did more than most had done in Gabon
up until that time for the biomedical health of the local community at
Lambaréné. I suggest that Schweitzer exhibited a characteristic practice of
knighthood. Freire did not seem to practice any characteristic of knighthood, but he did discuss the concept of the quest. And it is the quest that is a
signiﬁcant historical component of chivalric culture. In the context after
1960, Freire used the discourse of the quest to argue that those he considers
to be “the oppressed . . . will not gain this liberation by chance but through
the praxis of their quest for it, through their recognition of the necessity to
ﬁght for it” (p. 45). Achieving the goal of graduation, for example, may be
seen as a quest. Deﬁant students’ initial resistance may be a ﬁght for
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recognition to self-regulate, because the school social structure tended to
regulate much of their time and interactions Monday through Friday.
Students’ choices were limited to the decisions of the state education
department, the high school administration, and the teachers. The disruptive students who challenged the teacher’s authority were, perhaps, doing as
Freire (1970/2000) suggested: “ﬁghting for the restoration of their
humanity” (p. 45). However, as Woodruff (2001) remarked, a ﬁght without reverence is a ﬁght that merely makes the ﬁghter “look brave without
actually being brave” (p. 74). Some students, however irreverently ﬁght
against authority. A ﬁght without reverence cannot achieve the goal of the
quest in reimagined knighthood. Reverence is essential in accomplishing a
quest. Passing a class can be seen as a quest. This is a quest accomplished
through reverence. That reverence consists of, among other components,
listening, constructive speaking, acknowledgment of limited knowledge,
and an awareness of other people’s roles in helping the individual accomplish the quest not only for the individual self but also the implications for
the community.
Large shifts in cultural contexts during the twentieth century created
social ﬁssures to occur that allowed for relatively rapid social change. After
two world wars had ravaged Europe, youth seemed to be in search of
purpose. Adolescents seemed to take more control of their surroundings
after the 1950s, in part because of a new “passion for experimentation . . .
challenging established ways of doing things, exempliﬁed by experimental
drama, art, poetry and music groups” (Marwick 2006, p. 43). Hutnyk
(2005) claimed that “[t]he absolutely crucial context for understanding
hip-hop today is the struggle against imperialism abroad and racism at
home” (p. 26). In a more diverse Europe and America than ever before in
recent history, old ideals within the seemingly ancient concept of the
chivalric ethos may once again emerge for present adaptation. Theoretically,
knights were supposed to enforce limits on power wielded by individuals.
Squires were raised to be courteous and deferential toward those senior to
them out of respect for their assumed greater knowledge and experience.
Reimagining chivalry for a diverse, yet partially globalized popular culture,
may beneﬁt social cohesion.
The reimagining of knighthood and adaptation of the chivalric ethos
seems a natural ﬁt for the public education system because of knighthood’s
historical lineage as a psychosocial organizational rearing of males to be
honorable, conscientious, and dutiful in service to others within a philosophical superstructure that can be spiritual without being religious.
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Reverence as a value is not necessarily tied to institutional religion. Reverence has historically been a value of respect that does logically intertwine
with religion and spirituality, but not necessarily (Woodruff 2001). Knighthood was as much secular as it ever was spiritual. Keen (1984/2005) notes
that, in fact, knighthood and the chivalric ethos had “many associations that
had little or no religious signiﬁcance” (p. 75). The culminating ritual of the
dubbing ceremony in which a squire becomes a knight is itself secular in
origin (Bennett 2003). Secular reverence characterized much of the chivalric ethos. This makes the reimagining and adaption of chivalry and knighthood feasible in some contexts of American public schools.

CONTEXT WITH TEACHER IDENTITY STUDIES
Teachers are the integral component to students’ education in schools.
Teacher educators and philosophers of education consider how individual
teacher identity affects students’ learning. James Garrison (1995) agreed
with Alfred Whitehead’s (1929/1967) emphasis on the importance of a
teacher’s individual style, because personal style is a factor affecting the
learning environment. “For Whitehead,” Garrison (1995) noted, “style
was as much an intellectual and aesthetic as it was a moral virtue” (p. 41).
Garrison (1995) further stated that “individual style should be among the
most important aims of teacher preparation” (p. 41). With this statement
forming the assumption of my theoretical lens of teacher preparation, it may
be stated that exploring teacher identity is important for understanding one
of the variables for student success as well as teacher retention in the
profession. In this section, I explore some of the teacher identity literature
as it relates to potential relevance to teacher education design.
A sample of recent research suggests that a systematic analysis of teacher
identity formation and self-reﬂective perception is important in K-12 systems (Cheng et al. 2009; Hall 2010; Hong 2010; Geijsel and Meijers 2005;
Thomas and Beauchamp 2011; Joseph and Heading 2010; Shockley et al.
2008; Coldron and Smith 1999). This literature review speciﬁcally explores
teacher identity as it relates to a changing process of learning about the self
creatively within the social context of teacher education programs.
This builds on Dewey’s (1934/2005) concept of the teacher psyche
being a distinct construct that should be intentionally and thematically
fostered in teacher education programs. (In this case, I am theorizing the
concept of chivalry as a thematic construct). Therefore, teacher education
programs are necessary for a number of reasons, including the notion that
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preservice teachers need training and intentional time to develop the teacher
identity. James Garrison (1995) noted Dewey’s (1916) work in identifying
the systemic problem that can develop when a society does not value its
teachers highly: Devaluation of the teaching profession increases the risk of
destroying “the psychic rewards of teaching including creative autonomy,
[and] is not simply a matter of teachers not feeling good and burning out,”
(p. 59) it is a matter of societal values. Teacher burnout destabilizes society.
Highly valued teachers make high quality schools, and society stabilizes.
Teachers who become teachers through a teacher education program are
indicative of societal support of the teaching profession.
Teaching is a social phenomenon. Social interaction is challenging to
analyze. There are quantitative and qualitative and mixed-methods
approaches. In other words, analyzing teaching is like quantifying the
qualitative while quantifying the qualitative (Hong 2010). This challenge
must be undertaken because of the centrality of the teacher’s role in student
identity formation. Attempting a form of triangulation in gathering and
analyzing data seems cogent (Rothbauer 2008). Researchers suggest the
importance of emotions in teaching—speciﬁcally in the beneﬁts of controlling and containing emotions to stabilize professional identity, despite the
ostensible consensus that identity formation is always in process. The implications on teacher identity formation are that “identities are resistant to
change” (Geijsel and Meijers 2005, p. 423), but simultaneously open to
change when teacher educators practice mindfully at the crossroads of the
lived curricular experience (Ek and Latta 2013). Teachers who do not know
their professional identity to its core will probably not intrinsically adapt
when their identities undergo the pressures of the ﬁrst years of in-service
teaching (Hong 2010). Nevertheless, teachers must be able to adapt. But
this adaptation is usually only successful in terms of teacher retention if the
adaptation itself does not destabilize the teacher’s intrinsic identity (Hong
2010). It follows, then, that the teacher’s identity formation should necessarily be analyzed as it has direct and indirect effects on their students’
identity formation.
Shockley et al. (2008) suggest: “If teachers teach who they are, then their
hidden inner curriculum directly inﬂuences the students they teach”
(p. 183). Hong (2010) posits that each teacher’s sense of self is rarely
static because “teacher identity is in the process of being shaped by past
experience and current circumstances” (p. 1535). Hong (2010) further
suggests that expectations of the future are also intricately tied to teacher
identity. Teachers who have unrealistic expectations increase their risk of
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“burning out” and “dropping out” of the profession when those expectations are not met. Discussion in the literature (Hong 2010; Cheng et al.
2009) emphasizes the importance of teacher education programs in helping
preservice teachers to speciﬁcally not have expectations that are too idealistic, because preservice teachers’ beliefs tend to be entrenched when they
enter their programs. The implication from the research is that there should
be a systematic approach to elucidating the realities of emotional and social
stresses in the K-12 system before preservice teachers become in-service
teachers. This may help to increase the teacher retention rate (Hong 2010).
Teacher education programs should have a systemic approach to developing preservice teacher identity in order to increase teacher retention rates
(Hong 2010; Cheng et al. 2009; Milligan and Ragland 2011). In a study on
student-teachers in China, researchers Cheng et al. (2009) suggest that
student-teachers believe that students’ hard work is the key to their success.
Simultaneously, the sample of student-teachers in Cheng et al.’s (2009)
study “strongly believed that the constructivist approach was the best
teaching strategy” (p. 323) and “most of them believed that learning effort
was more important than innate ability” (p. 325). Geijsel and Meijers
(2005) suggest that there may be a paradigm shift in which teachers shift
“from primarily teaching to primarily coaching” (p. 419). This suggests an
interesting corollary to Hong’s (2010) study on why so many new teachers
leave the profession within the ﬁrst ﬁve years in the United States. This
corollary is that teachers who left the profession within ﬁve years seemed to
all believe that the teacher had to hold the vast majority of the responsibility
for students’ learning (Hong 2010). In other words, Cheng et al. (2009)
and Hong (2010) suggest that teachers who stay in the profession tend to
believe that it is primarily the students’ responsibility to work hard vis-à-vis
the teacher’s instruction—in which students take primary ownership of their
learning—and it is the teacher’s responsibility to provide the environment
and instructional structure for students internalize that ownership to foster
an intrinsic work ethic. Hong (2010) suggests that teachers who believe
that they must control nearly everything and have responsibility for nearly
everything tend to become emotionally overwhelmed. Hong (2010) further contends that many teachers who leave the profession in their ﬁrst
couple of years do so partially because their teacher education programs
lacked “systematic efforts to provide preservice teachers with a realistic
understanding of teachers’ emotional experiences and developmental
stages” (p. 1540). This allows some teachers to remain locked in notorious
preconceived idealistic notions of the K-12 environment (Cheng et al.
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2009) that went unchallenged until these preservice teachers entered the
profession as in-service teachers. Many go into shock and by then, Hong
(2010) suggests, it may be too late: “Under the confusion and feeling of
[being] lost, preservice teachers may adapt strategically to the given context
without conﬁrming their beliefs and theories” (p. 1540). Hong (2010)
suggests that each preservice teacher should be conﬁrming their beliefs
and theories before and during their teaching practicum so that they may
better know their teacher identity and, thus, can adapt intrinsically to the
complex K-12 environment. Hong (2010) contends, therefore, that teacher
education programs should systematically include “the practicality of teaching” that “increases awareness of the signiﬁcance of emotions, and prompts
preservice teachers to reﬂect on their own professional identity formation”
(p. 1540). In this way, teachers know their core teacher identity intrinsically
and may then better adapt to their environment.
A theme in the literature on teacher identity formation is the concept of
fear. Preservice teachers should self-evaluate their identity because if they do
not then they are at high risk for dropping out of the profession within their
ﬁrst ﬁve years (Hong 2010). The importance of intrinsic adaptation to
changing school environments is echoed by Hong (2010), Thomas and
Beauchamp (2011), Cheng et al. (2009), and Shockley et al. (2008). Geijsel
and Meijers (2005) speciﬁcally—and nearly uniquely—embrace the discourse analytics of fear as a part of teacher identity evaluation in a process
they call “the formation of a reﬂexive consciousness” (p. 424). Geijsel and
Meijers (2005) suggest that making room for fear in teacher identity
formation confronts the reality teachers will face and allows preservice
teachers a contained space in which to learn how to stabilize their emotions
and adapt systematically. Intrinsic adaptation may be seen as a circular
process in which the individual must understand their emotions as they
relate to the external factors of classroom environment, colleagues, students, and other stakeholders. The pressures of competing external agendas
should be understood as causing emotional—and in some cases political—
effects and not merely cognitive effects on teachers (Geijsel and Meijers
2005; Milligan and Ragland 2011).
Highlighting teacher identity formation through arts processes is an
emerging ﬁeld. Using the arts to explore professional identity may be
beneﬁcial for preservice and veteran in-service teachers. The arts may
include artful linguistics, painting, and the many other media that comprise
the ﬁne arts. Thomas and Beauchamp’s (2011) study on new teachers in
Quebec, Canada utilized metaphor as an artful linguistic approach to
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exploring how teachers form their identities. Thomas and Beauchamp
(2011) assert that some of “the complexity of identity can be revealed
through metaphor” (p. 764) and that those metaphors may indicate that
some teachers transformed during their teacher education programs.
Thomas and Beauchamp (2011) conclude: “Development of a professional
identity does not automatically come with experience, and that some form
of deliberate action is necessary to ensure that new teachers begin their
careers with the appropriate tools to negotiate the rocky waters of the ﬁrst
few years” (p. 767). This is in parallel with Hong’s (2010) recommendation
and Cheng et al.’s (2009) recommendation to systematically implement a
teacher education program that requires preservice teachers to critically
reﬂect upon their professional identity development.
One proposed solution to decipher professional identity in preservice and
in-service teachers is to employ regenerative self-reﬂection through arts
processes. According to Shockley et al. (2008): “Whereas some teacherstudents are able to begin a process of self-discovery through the arts, many
ﬁnd that for the ﬁrst time” (p. 187). Hall (2010) suggests that artist
teachers’ reframe their professional identities when they teach as ﬁne arts
practitioners. The same may be suggested about teachers in all disciplines
and ﬁelds. Joseph and Heading’s (2010) study of music teacher identity in
Australia parallels ﬁndings by Hall (2010) (art), Hong (2010) (science), and
Thomas and Beauchamp (2011) (various subjects). Joseph and Heading’s
(2010) goal is to improve music pedagogy through narrative methodology
in which preservice teachers reﬂect on their identity as teachers by
journaling. This case study indicates that other preservice music teachers
may use narrative methodology for self-reﬂection that assists them to “move
from student identity to teacher identity” (p. 84). The implication is that
there is a line of demarcation between identities—that a preservice teacher is
transitioning from student to teacher.
Transitioning from student to teacher is a theme echoed in the other
literature reviewed in this paper, but with the caveat that identity formation
is probably never ﬁxed in static stasis. Although the literature agrees that
there is transition from student to teacher, teachers should probably not
consider their learning “complete.” Oreck’s (2004) study suggests that
many types of teachers integrate the ﬁne arts into curriculum, even if they
do not have what may be considered extensive ﬁne arts training by practicing professional studio artists. Many teachers feel the need to gain more
training in ﬁne arts pedagogy, although this does not seem to negatively
affect teachers’ initial self-efﬁcacy in trying ﬁne arts on their own because
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teachers “were motivated to use the arts by a desire to increase their
enjoyment in teaching” (Oreck 2004, p. 63).
Since learning seems to be dynamic, then teacher identity formation
seems to be dynamic—in other words, not static (Hong 2010; Thomas
and Beauchamp 2011; Hatﬁeld et al. 2006; Burn 2007). Thomas and
Beauchamp (2011) concluded that there is a delineated “process of professional identity development during teacher education programmes”
(p. 767). Likewise, Katherine Burn (2007) asserted that preservice teachers
are largely “constructors of their own professional knowledge” (p. 447),
which should be guided by expert teachers in a systematic way for
establishing a teacher identity before in-service teaching while still
maintaining adaptability. Cheng et al. (2009) note in their study that
when teachers begin to evaluate their own epistemological assumptions,
they tend to gravitate toward a constructivist educational superstructure. In
other words, they follow an identity development path when the teacher
education program intentionally guides them in constructing their professionalized identity. Hong (2010) also notes that “[b]ridging the gap
between theory and practice is critical” (p. 1540) in teacher education
programs so that students deﬁne their professional identity by the time
they become in-service teachers in order to adapt in ways that maintain
core identity stability. Thus, teachers are more likely to remain in the
profession.
The construction of teacher professional identities seems to be in the
cultural milieu that Geijsel and Meijers (2005) notes as a paradigm shift
from teacher to coach. Coldron and Smith (1999) similarly noted a shift,
but unlike Geijsel and Meijers, the shift identiﬁed was defensive in nature.
Coldron and Smith (1999) assert that “respect” for the “various ingredients
of professional identity” means “not relegating the teacher as technician to
an inferior status compared to that of critical enquirer” (p. 711). The
implication is that teacher identity is tied to not just individual emotion
(Hong 2010) but also to community or collective emotion toward teachers’
role in society. Coldron and Smith (1999) echo the other researchers
referenced in this paper when they suggest that teachers are more effective
when they construct a “sustainable” (p. 714) professional identity, and this
is manifested in “their classroom practice” (p. 715). Hong (2010) suggests
that although there is no one guideline to teacher identity formation, there
are “ﬁve interrelated parts” that include “self-image, self-esteem,
job-motivation, task perception and future perspective” (p. 1531). Geijsel
and Meijers (2005) refer to identity formation as a “learning process”
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(p. 423). More recently, Thomas and Beauchamp (2011) suggest that
identity may be explored practicably through metaphor that reveals “developmental process that new teachers go through, allowing the researchers to
focus on the teacher (‘the who’), rather than on the role or roles that
teachers assume, which can be too closely related to context” (p. 767).
This implies a similar notion of temporality in identity development proposed by Hong (2010).
Professional teacher identity formation is complex and there is no monolithic pattern. However, there are patterns that researchers have identiﬁed
(Hong 2010; Cheng et al. 2009; Thomas and Beauchamp 2011; Coldron
and Smith 1999). Researchers referenced in this paper suggest that teacher
education programs should have an intentional curriculum that encourages
preservice teachers to explore their identity artfully with the goal of deﬁning
their professional identity so that it is intrinsic to them and sustainable.
Shockley et al. (2008) infer the ostensible consensus among education
researchers: Teacher education programs should challenge preservice
teachers to “investigate . . . their own hidden inner curriculum” (p. 185).
This can give them the mindset they need to maintain identity stability
when they are in-service teachers in what could otherwise be a destabilizing
emotional environment (Geijsel and Meijers 2005; Hong 2010).

CONCLUSION
Knighthood went through several reimagining phases throughout its history. The concept of chivalry as a coherent and widely recognized “socioprofessional” group (Kaeuper 2005, p. 15) seemed to begin around the year
800 CE under auspices of Charlemagne’s empire in western and central
Europe. Chivalric philosophy, however, appears to have been derived from
ancient Greek sources and Roman sources from late antiquity right up to
the transition into what is generally referred to as the Middle Ages. Charlemagne fostered an educational system in tandem with an elevation of
horse-riding warriors to a new eques class called knighthood. Horse-riding
warriors seemed to have been a civil defense force to protect the community
domicile of the family; thus, they tended to be relatively decentralized. This
changed by the year circa 800 with the Carolingian renaissance of the late
eighth and early ninth centuries in which respected warriors were given
letters patent (ennobled) and so the label of knight took on a more codiﬁed
meaning that went beyond the local domicile and instead became a supranational social standing (Gies 1984/2011). Knighthood became what was
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essentially a supranational profession and a knight’s livery or heraldry was a
sort of passport. The heraldry, the sword, and belt all signiﬁed that the
wearer underwent the rigorous apprenticeship from page and then to squire
and then to the graduation of the dubbing ceremony to ofﬁcially become a
knight (Llull 1276/2013; de Charny 1356/2005). The persona of the
knight was generally understood throughout Europe as one to be respected
with some fear and awe. Although there were orders of knights before the
High Middle Ages, most of the knights of the early Middle Ages tended to
be solo ﬁef-holders to a monarch or other noble person—or lord—and not
necessarily beholden to a speciﬁc order or knights. The chivalric code of the
early Middle Ages also tended to be more decentralized with more local
caveats that were more secular in nature rather than hybridized with religious dogmas that tended to characterize a more unitary code of chivalry in
the High Middle Ages. The High Middle Ages featured a plethora of
knightly orders (secular and religious, and a vast increase in hybridized
secular-religious orders), knights-errant (who were solo and apart from an
order, but usually a ﬁef-holder to a lord or monarch), and royal knights
bound to increasingly centralizing monarchs (Duby 1980).
A signiﬁcant reform movement seemed to begin in the late twelfth
century under the encouragement of Eleanor of Aquitaine (Weir 2001).
There was a trend toward reform chivalric culture, if not a holistic structural
reimagining. Chivalry and its practice in knighthood during the late twelfth
and early thirteenth centuries started to be more centrally codiﬁed with an
increased number of rules, rites, and social rituals in addition to more pomp
and circumstance. Women’s role in chivalric culture shifted slightly to
emphasize the part of the chivalric code that required knights to defend
women and, in way, put them on a pedestal. The “pedestal” mentality
tended to persist up until the First World War (Connor 2006). Pedestalling
an individual on account of gender was a somewhat popular notion
throughout the history of chivalric culture. Eleanor of Aquitaine encouraged the pedestal mentality, and Christine de Pizan (1405/1999) seemed
to suggest through her critiques of knights that those who failed at being a
knight were those who did not regard women as being on a social pedestal
for their adoration.
Christine de Pizan (1405/1999) further contributed to a
pre-Renaissance reimagining of chivalry with a perhaps more striking
break with recent custom in her native northern Italy. De Pizan alluded to
knightly female ﬁgures, who became emblematic in ﬁgures such as Joan of
Arc, when she stated: “There are in fact several women who have displayed

110

2

REVIEW OF THE LITERATURE AND LINEAGE OF CHIVALRIC IDEALS

the necessary courage, strength and bravery to undertake and accomplish
extraordinary deeds with match those achieved by the great conquerors and
knights mentioned in books” (de Pizan 1405/1999, p. 34). The inﬂuence
of de Pizan may perhaps be inferred in the cultural shift suggested in the
work of Baldesar Castiglione (1528/2002), who established the new
gentleman’s ethos in his Book of the Courtier. The gentleman, as inheritor
of medieval chivalric culture, was essentially constructed around the concept
of virtù (“virtue”). Castiglione’s use of virtue appeared rooted in chivalry
but with a reimagining that seemed to take a cue from de Pizan’s (1405/
1999) The Book of the City of Ladies. If cardinal virtues do exist across
temporal borders as Woodruff (2001) and Rud (2011) suggested of the
virtue of reverence, then the chivalric ethos may have persisted in part
because of its historical ties to the virtue of reverence as inferred in manuals
of chivalry (Llull 1276/2013; de Charny 1356/2005). Chivalric culture
would continue in gentlemanly conduct. Hankins (2011) suggested that
Leonardo Bruni’s ﬁfteenth-century book, De militia, advanced the new
concept of “civic knighthood” that was a direct precursor and pillar for the
Renaissance reimagining of chivalry. Hankins (2011) asserted that Bruni’s
concept of civic knighthood was “radical” because Bruni “raises the question [of knighthood] to a higher level of abstraction altogether by inquiring
what the essence is of communal knighthood” (p. 8). In a way, Bruni’s
reimagining of knighthood into ‘civic knighthood’ suggested the domesticity that seemed to form the foundation of peacetime chivalry since its
inception in the early Middle Ages. After all, standing armies were rare and
feudal society tended to keep its forces at peace unless the domino effect of
feudal mobilization was enacted by a monarch or particularly powerful lord.
Knights tended to have multiple jobs, so to speak—they had a sword for
defense, but they were not full-time warriors.
Some ancient conceptualizations of virtuous communities (that theoretically gave equal, yet different, respect to women and men at a society level)
from the ancient Etruscan and Greek societies merged into the combined
Greco-Roman society and appeared to remerge as indirect echoes during
the reform cycles of chivalry after 800 C.E. The Etruscans in particular
seemed to have customs that were characterized with relatively balanced
gender interaction. Some archaeologists have posited that Etruscan women,
for example, appeared to be co-equal with men in public and private spheres
of interaction (Becker 2000). Such Etruscan customs appear to have been
largely lost for a time after Roman uniﬁcation, but Roman and GrecoRoman societies tended to go in cycles on matters of gendered customs
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and legal rights—sometimes trending toward legal movements toward
equality and sometimes trending toward rigid male patriarchy (Spielvogel
2012).
The medieval reforms also appeared to be triggered or hastened by largescale wars. Eleanor of Aquitaine’s reform suggestions came at the height of
the Crusades. The Crusades deteriorated the reputation of knighthood and
made a mockery of the chivalric culture. Leonardo Bruni’s (1442/1987)
observations and suggestions on a new knighthood (Hankins 2011) came at
the end of a generation that still remembered the Hundred Years’ War.
Sometimes present societies lose lessons from ancient societies; Bruni and
some others mentioned in this study seem to allude to a few lost lessons such
as the beneﬁts of egalitarianism, the equality of mutual respect, and writing
virtues into social contracts that were seen in the medieval code of chivalry.
The Crusades were an error with signiﬁcant social consequences in both the
Middle East and Europe. Those wars critically damaged knighthood’s
reputation and triggered multiple reevaluations of what knighthood had
become and what could be done to rehabilitate knighthood as a social
institution.
According to a masculine development theory—as suggested by Lesko
(2001)—the implementation of a code of conduct should eventually lead to
an intrinsic motivation to act in accordance with that code. The teacher or
physician, for example, should probably ‘walk the talk’ so that integrity of
the code is maintained. The student and teacher dynamic should be of
mutual service to each other; therefore, the reimagined knight’s duty to
serve affects both teacher and student. The affect is not equally balanced,
however, as the teacher is the senior in authority to ensure a structure that
fosters student growth. This suggests Schweitzer’s concept of Ehrfurcht vor
dem Leben (“Reverence for Life” as detailed in Rud 2007, 2011), because
awe and fear are part of the school environment that can be utilized in ways
that channel student behavior toward the teacher’s goal (Marzano 2007;
Schutz 2004; Caughlan 2005; Geijsel and Meijers 2005).
The Victorian era was the next cycle of reimagining knighthood that
fostered what I identify as three new knighthoods that echoed Bruni’s civic
knighthood (Hankins 2011) and Castiglione’s gentleman ethos. For purposes of efﬁcient discussion, I identify three new knighthoods of the Victorian era, which was the next chivalric reimagining cycle after the
Renaissance. The three Victorian formulations of knighthood may be identiﬁed as: (1) domestic or gentleman knights, (2) eccentric defense knights, and
(3) education knights. The physician Albert Schweitzer, for example, could
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be categorized as a gentleman knight akin to the civic knighthood posited
by Bruni during the Renaissance. Charles Gordon, for example, could be
categorized as an eccentric knight who became a major general in the
British army through his skill in engineering and leadership of diverse troops
(Faught 2008). Gordon was also well known for his sponsorship and
ﬁnancial support of orphans in England; he funded many orphans’ education at prestigious schools and assisted them in entering career professions
(Faught 2008). The Victorian era was one of a major resurgence of the
chivalric ethos fused with the gentlemanly ethos celebrated by many women
and men (Gest 2010). The category that I will focus on later in this chapter
is the education knight category. Matthew Arnold is an example of what
could be called an education knight within the discussion structure
noted here.
Albert Schweitzer’s concept of reverence seemed to be a mixture of awe,
fear, and respect entering terrain—both literal and ﬁgurative—that was
foreign to him in the historical context of his time and place. There was a
large risk that Schweitzer may have failed in his endeavor to deliver sustainable health care at Lambaréné. But he persevered in his quest and was
largely successful (Rud 2011). Schweitzer’s service exhibited awe that was
a part of what Rud (2007, 2011) identiﬁed as “Reverence for Life” and
what Jones (2011) suggested of knighthood’s awe factor. Schweitzer
exhibited what could be called the new civic knighthood—adjusting Bruni’s
ﬁfteenth-century concept of civic knighthood (Hankins 2011).
Gender seemed to be a relatively rigid binary in the medieval practice of
chivalry. However, its reimagining cycles during the ﬁfteenth-century
Renaissance and nineteenth-century Victorian era prepared the construct
of chivalry to begin to move beyond the gender binary. The concepts of
cyborg gender society (Haraway 1991), creative social syncretism (Berk and
Galvan 2009) and their related components in social evolution (Symons
1981; Paglia 1990) provide a conceptual precedent for positing a potential
evolution of chivalry, or the chivalric ethos more broadly, toward a twentyﬁrst-century construct of what could be called androgynous chivalry. This
prototype of a new chivalric ethos is new but also rooted in history, related
conceptual precedent, and the original data collected and analyzed in the
case study chapter of this study. Androgynous chivalry is that which collapses gender into itself, thus transforming the difference of gender into a
tautology that loses its binary meaning.
Chivalry is an archeophisomorph. It satisﬁes each component of
archeophisomorphic theory outlined in the ﬁrst chapter of this study.
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Chivalry persists today, but it is expressed differently. It satisﬁes the three
deﬁnitional assumptions of archeophisomorphic theory: (1) continued
application, (2) root characteristic retention, and (3) cyclicality through
aesthetic representation more than historical representation. This ostensibly
anachronistic term persists in popular culture and it retains core characteristics through a modiﬁed aesthetic expression in the vernacular and popular
media. In other words, chivalry—as the test value in this study—seems to be
applied in modiﬁed form, has maintained its core characteristics, and thus
supports the third deﬁnitional assumption of superstructure of cyclicality.
Furthermore, the two elements are exhibited in that chivalry seems to be
founded on the virtue of reverence and is expressed in modiﬁed form today
in movies, in children’s books, and in the collective memories. Therefore,
with these assumptions of archeophisomorphic theory being met, chivalry is
an archeophisomorph. I adapt Gadamer’s (1975/2013) framework of
“horizons” (p. 313) and the “fusion of horizons” (p. 317) in this study to
fuse together interdisciplinary analyses that contextualize the case study in
this project. This acknowledges what Denzin and Lincoln (2005) noted of
the deﬁnition of qualitative research: “Any deﬁnition of qualitative research
must work within this complex historical ﬁeld” (p. 3). Likewise, Pinar et al.
(1995) asserted that “[u]nderstanding curriculum as deconstructed text
acknowledges knowledge as preeminently historical” (p. 449). And,
inspired by Sameshima (2007), who also cited Pinar et al. (1995): “Here,
however, history is not understood as only ideologically constructed”
(p. 449). History is understood in this literature review, in conjunction
with the case study, as not just knowledge but something more: An understanding that the protagonist of a non-ﬁctional story analyzes others’ actual
words (their reality as translated onto paper) to reveal hidden essentialism in
which individuals reimagine old social constructs (such as chivalry) as a way
toward identity security through a shared community social convention. As
such, this study is foregrounded in:
[q]ualitative research [that] is a situated activity that locates the observer in the
world. It consists of a set of interpretive, material practices that make the world
visible. These practices transform the world. They run the world into a series of
representations, including ﬁeld notes, interviews, conversations, photographs,
recordings, and memos of the self. (Denzin and Lincoln 2005, p. 3)

Challenge or uncertainty tends to be part of artful construction (Bayles
and Orland 2001) in qualitative research and necessary for generative
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understanding through artful representation (Henri 1923/2007). Social
norms are constructed and maintained to temper the rawness of power
with institutional groupthink (Hart 1991). There are curricula that promote
essential understandings to replicate culture, and these curricula manifest in
ways that can be identiﬁed through archeophisomorphic study. If teachers
have power—which most observers would probably agree that teachers
have at least a notable amount of inﬂuence—then teachers operate within
social conventions that temper that power. At ﬁrst, this may seem a statement of obviousness or a tautological statement; however, the concept of
chivalry was an example of a social convention to temper individual power.
This parallels the various professional codes of conduct that teachers agree
to abide by in which they individually subvert their power to the institutional authority.
The best way to temper individual power in the Middle Ages appeared to
be through a projection of groupthink (whether religious dogmatic, secular
codes, or a combination) in which individuals established an institution that
was greater than any individual person, thus establishing a control on
individual power. Fallows (2013) noted that Llull (1276/2013) called
chivalry an institution. This infers the concept of groupthink as a control
on individual power or agency. The implications discussed in the next
chapters in this study are illustrative of Hart’s (1991) discussion of institutional groupthink but in a different context. This study’s context is the
classroom. Cultural inheritance affects classroom management practice, and
chivalry as a social concept is institutional and projects the subtlety of
groupthink that educational institutions (and institutions generally) use to
establish controls on individual behavior. Every teacher engages in classroom management in some capacity and must address it either directly or
indirectly. Chivalry as a social concept has a historical context of controlling
for individual behavior through a code that transferred an institutional
groupthink (Hart 1991), and chivalry seems to be a commonly understood
social concept among this study’s participants who are preservice elementary and middle school teachers. If chivalry is a social concept that is both
institutional (Llull 1276/2013; de Charny 1356/2005) as well as an institutional groupthink (Hart 1991), then archeophisomorphs can be spliced
into classroom management. Most classrooms have one teacher who is
tasked with teaching and managing often more than ten, twenty, or thirty
students at a time. The management dynamic in the classroom between
teacher and students is a dynamic particular to schools and, I would assert,
military units. Those historical patterns of management carry through into
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the twenty-ﬁrst-century schooling model, and as such, to harmonize the
numerical imbalance between teachers and students a dynamic of groupthink appears to be a descriptor for how to control for individual behavior in
the classroom. A reimagined chivalry is one way of looking at classroom
management that is both historically rooted and contemporaneously tied to
the twenty-ﬁrst-century context. Respect, honor, and loyalty—as three
vague, yet historically understood concepts of chivalry—can be adapted to
the twenty-ﬁrst-century school for the purpose of classroom management
that combine the power of asymmetrical “pastoral control” (Schutz 2004,
p. 17) that has been represented by the Round Table symbol, with symmetrical hierarchy that has been represented by the chivalric code, titles,
statutory authority, and other codiﬁed authorities that majorities of stakeholders acquiesce to through social conditioning or the perhaps more
frequent and recognized power-sharing compromises. A teacher who harmonizes asymmetrical and symmetrical authorities through a common
social identity matrix (such as knight and educator-artist) is a teacher who
is likely to be a successful classroom manager, especially when considering a
current sample of K-8 teacher candidates’ beliefs about chivalry as a social
concept (see next chapter, Case Study).
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CHAPTER 3

Critiquing the Legacy of Chivalry

Walt Disney’s depiction of chivalry in his movies was illustrative of a romanticized image of chivalry for a twentieth-century audience. Although the
word “chivalry” has been used as a metaphor to critique ostensibly inherited
structural heteropatriarchal normativity (e.g. see Viki et al. 2003; Deford
2014), the portrayal of chivalry in Disney movies has been romanticized.
This romanticizing of chivalry—Disneyesque chivalry—has not been consistently stereotypical, however, as Disneyesque chivalric principles have
apparently included an “androgynous” overlay in the twenty-ﬁrst century
(England et al. 2011, p. 560). With this understanding, I call the notion of
Disneyesque chivalry a neoradical phenomenon in media literacy because of
the apparent attempt to keep “chivalry,” as a modiﬁed concept, relevant
today.
The portrayal of chivalry in American popular culture includes the context of movies such as Disney et al.’s (1937) Snow White and the Seven
Dwarfs, Disney et al.’s (1950) Cinderella, Thorne et al.’s (2002) Cinderella
II: Dreams Come True, and Pipkin and Nissen’s (2007) Cinderella III: A
Twist in Time that are representative of a Disneyesque chivalry, because this
adds a new perspective to the discourse that has taken place using the words
“chivalry” and “knighthood” in contemporary scholarly and popular venues
(e.g. The New York Times and Katy Perry’s song, “Dark Horse,” or Deford’s
[2014] metaphorical use of “chivalry” in discussing collegiate athletes). Our
analysis identiﬁes a Disneyﬁed “chivalry” as we explore the romanticized
portrayal of chivalry in Disney movies as ahistorical courtesy. This analysis is
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important because of our hermeneutical approach to understanding why
the words “chivalry” and “knights” and their associated meaning as courtesy are still used in popular discourse by commentators in venues such as
The New York Times (see Abels 2013; Bernard 2013; Collazo 2013; Farrell
2013; Smith 2013) and by scholars (see Viki et al. 2003; Franklin and Fearn
2008; Coyne and Whitehead 2008; Becker and Wright 2011; PadillaWalker et al. 2013). Gail Ashton and Daniel Kline (2012) noted:
“Contemporary culture has an enormous and continued fascination with
the highly pleasurable myths of King Arthur and Robin Hood, with heroes,
quests, magic, and identities” (p. 4). We identify chivalry as one of those
identities that seem to be in a process of a new aesthetic reanimation.
Chivalry—as a historical term for the culture of knighthood—seems to be
portrayed in Disney movies in a modiﬁed form that emphasizes chivalry as
courtesy without its problematic history.

A HERMENEUTIC OF THE PERSISTENCE OF CHIVALRY
The proverbial sands of perception shift as the archaeology of a Disneyesque
chivalry animates a syncretized portrayal of a problematic social structure that
was “chivalry.” The subtitles of the two sequels to Disney et al.’s (1950)
original Cinderella—Thorne et al.’s (2002) Dreams Come True and Pipkin
and Nissen’s (2007) A Twist in Time—suggest nostalgic and temporally
syncretistic portrayals of Disneyesque chivalry. The archaeologist Michael
Dietler (1994) cautioned against “appeals” (p. 584) to the past that encouraged “paradoxical” (p. 584) identity construction based on combinations of
current political ideology and inconclusive material artifacts from prehistoric
societies. In the case of the Middle Ages, written records exist for clearer
pictures of medieval cultures based on a traceable paper trail, and so Dietler’s
(1994) caution can be noted with less trepidation. Nevertheless, as Kelly
(2012) noted, “Disney was a man who had a shrewd grasp of the workings of
ideology” (p.193). Disney embedded nostalgia in his portrayal of chivalry as a
social performance in which it could be dislodged from its historical encumbrance that could be problematic for a modern democratic society (Kelly
2012). Like clothing fashions, certain cultural expressions such as “knighthood” can be dormant only to return at a later time. As Hans-Georg
Gadamer (1975/2013) noted: There is a “romantic demand for a new
mythology” (p. 80). Here, we add to the conversation with a focus on the
identity of the knight as an operationalization of the chivalric ethos artistically
represented through the visual and performing media of Disney.
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I draw upon Hans-Georg Gadamer’s philosophical hermeneutics (1975/
2013) to understand the power of the aesthetic of chivalry, while we discuss
the concept of reverence (Woodruff 2001; Garrison and Rud 2009; Rud and
Garrison 2010) to explain the reemergence and persistence of chivalry in
today’s cultures. Gadamer’s aesthetics puts emphasis upon the idea of play in
art to show how artistic creations can have independent artistic status. This is
important to understand how a seemingly anachronistic cultural construct
such as chivalry can be reanimated and exist in today’s society, and for our
purposes, popular Disney ﬁlms. Gadamer discusses the concept of play in
relation to art, and grants play ontological status—as we see in metaphors
such as the play of waves, light, or words (1975/2013, p. 108). Play can exist
even without players, because play itself is an eclectic movement and thus is its
own being. The ontology of art exists irrespective of the aesthetic consciousness, or as Gadamer notes “the being of art cannot be deﬁned as an object of
an aesthetic consciousness. . .It is a part of the event of being that occurs in
presentation, and belongs essentially to play as play” (1975/2013, p. 120,
italics in original). Gadamer’s understanding of the ontology of artistic play is
thus enhanced through connection to what Paul Woodruff (2001) calls the
“cardinal virtue” of reverence. The reemergence and persistence of chivalry,
in playful artistic forms of cultural expressions such as Disney movies, is due
not only to its independent ontological status as an artful way of living, but to
it as an expression of reverence.
Paul Woodruff gives a capsule deﬁnition of reverence that suits our
purposes: Reverence is “a sense that there is something larger than a
human being, accompanied by capacities for awe, respect, and shame; it is
often expressed in, and reinforced by, ceremony” (Woodruff 2001, p. 63).
Chivalry as typiﬁed by the knight is a display of reverence in the ritual and
ceremony that link knights to codes of honor that are beyond any one
individual. Woodruff argues that reverence is a “cardinal virtue” (2001,
p. 7) by which he means that like courage, justice, or temperance, we can
ﬁnd forms of it in many, though perhaps not all, cultures. Virtue ethics is
concerned with the quality and content of our character. The organizing
question of modern ethics has tended to be, “What are we morally obligated
to do?” Answers to this question yield “duty” ethics, where the organizing
question is, “How may what I do be universally applied?” or “consequentialist” ethics, where one asks, “How many will beneﬁt by this action?” The
organizing question of ancient ethics was usually, “What kind of person is it
best to be?” and answers to this question yield virtue ethics. There has been
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a renaissance in virtue ethics over the last few decades that ﬁts well with our
attention to chivalric virtue in Disney movies.
The inﬂuence of Disney movies—such as Snow White and Seven Dwarfs
(Disney et al. 1937) on the informal curriculum is subtle. This subtlety is
deﬁned as that which creates spin-off franchises. A key example of this is the
live-action remake Snow White and the Huntsman (Mercer et al. 2012).
Even popular singer/songwriter Katy Perry referenced Disneyﬁed chivalry
in her song “Dark Horse” in which co-singer Juicy J sings: “That fairy tale
ending with a knight in shining armor” (Perry 2013). The Disneyﬁcation of
chivalry is part of a process Gadamer (1975/2013) discussed: “There exists
an insuperable ontological difference between the one thing that is a likeness and the other that it seeks to resemble” (p. 119). That is, Walt Disney
portrayed personiﬁcations or heteronormative archetypes of chivalry in his
movies to entice the more conservative sectors of twentieth-century
American society to pay to see his movies. Disneyesque chivalry was nostalgia for a romanticized past.
Groups such as the Society for Creative Anachronism have tried to
reimagine artifacts of social culture for a pleasant present or, perhaps more
precisely, a Disneyﬁed present. Walt Disney himself seemed to try to do this
with his entertainment company and its practice in Disneyland and Disney
World that attempt to translate the movies into a tangible material and
social culture (see Suskind 2014). The “ontological distance” (Gadamer
1975/2013, p. 119) between the historical and the fantastical appear fused,
which promotes a reanimation of selected components of chivalry deemed
desirable while simultaneously removing undesirable components. Disney’s
use of the artistic medium of the motion picture and visual portrayal of the
knight is fused with likewise amalgamated language of chivalry updated for
the twenty-ﬁrst century.
A cardinal virtue is present in the ontological play we have discussed as
much, if not more, than any direct instructional method, because reverence—for example—is both nebulous and yet paradoxically powerful as an
organizing virtue across cultural boundaries. As a nebulous value it can
adapt to local cultural standards; hence, chivalry has persisted as both
nebulous and yet immediately identiﬁable by a diverse group of individuals
who can identify with chivalry. The informal curriculum of the Disney ﬁlms
provide the basis for making this association because—as Gadamer (1975/
2013) noted of Plato’s outlook—what “is operative in artistic presentation
is recognition, which has the character of genuine knowledge of essence”

CHIVALRY IN CONTEXT

131

(p. 119). This is what the ancient Greek philosopher Plato suggested,
according to Gadamer (1975/2013).

CHIVALRY IN CONTEXT
The legacy of Disneyﬁed chivalry continues to emerge in popular and
scholarly discourses in which “chivalry” is used as metaphor to discuss
controversial topics such as structural socioeconomic discrimination (see
Deford 2014) and heteronormative privilege and sexism (see Collazo 2013;
Bernard 2013; Viki et al. 2003; Becker and Wright 2011). Chivalry is
used as a vernacular bridge with which to cross between scholarly and
popular discourse communities and connect the general public to what
Ashton and Kline (2012) called a “strange” yearning for a romanticized
neo-medieval syncretism. Disneyan chivalry is one of romanticized benevolence that ignores its sexist past rooted in heteronormativity. Prince
Charming is a case in point whose character is one who “defends”
individuals believed to be unable to defend themselves. This is part of
the medieval code of chivalry as expressed the chivalric code’s founding
philosophers: Ramón Llull (1276/2013), author of The Book of the Order
of Chivalry, and Geoffroi de Charny (1356/2005), author of A Knight’s
Own Book of Chivalry.
According to Maurice Keen (1984/2005), the “historical mythology of
chivalry” (p. 102) began with the ancient Greeks and Trojans, with a special
emphasis on a case study of Alexander the Great. Fast forward to the
thirteenth century. If there was a book of chivalry that contained the code
of chivalry that most people recognized, it was the thirteenth-century Book
of the Order of Chivalry by philosopher Ramón Llull (1276/2013) and the
fourteenth-century A Knight’s Own Book of Chivalry by the knight Geoffroi
de Charny (1356/2005). Essentially, the chivalric ethos consisted of honor,
loyalty, and service. Deﬁning those characteristics depended on the speciﬁc
order of knights. Inﬂuential ﬁgures in the development of chivalry also
included Eleanor of Aquitaine, queen of kings, who seemed to see promise
in chivalry as a way to potentially inﬂuence social cohesion (Weir 2001).
And later, Christine de Pizan (1405/1999), a published author in ﬁfteenthcentury northern Italy, commented on the theory and practice of chivalry in
her inﬂuential early ﬁfteenth-century book The Book of the City of Ladies.
Llull’s (1276/2013) and de Charny’s (1356/2005) books on chivalry
established the common conventions of chivalry. Kaeuper (2005) asserted
that de Charny was a fourteenth-century “theoretician of chivalry” (p. 14)
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who authoritatively “speaks for the group, for the entire ordo (the ordained
socio-professional body) of chivalry that has come into existence over the
previous two centuries” (p. 15). The ordo is Latin for order and indicated the
hierarchical structure of feudalism. Knighthood was part of all ordos during
the Middle Ages. Disney et al.’s (1937) Prince Charming character was
basically an animated version of the romanticized medieval ideal of honor,
loyalty, and service with an updated language for a twentieth-century American audience.

DISNEYFIED CHIVALRY
The problematic history of chivalry has been critiqued for its sexist and
heteronormative hegemonic historical context. Nevertheless, Disney et al.
(1937) reanimated a knightly archetype in the form of Prince Charming in
Snow White and the Seven Dwarfs with a view to the tension between
nostalgic portrayals of social artifacts—such as chivalry—and contemporary
life in a modern democratic society that was trying to progress beyond
structural discrimination of “the past.” England et al. (2011) suggested
that such archival archetypes are in process of being made androgynous for
contemporary discourse, thus disrupting the heretofore historical hegemony. In popular discourse, The New York Times published an opinion
series entitled “Resuscitating Chivalry” in the summer of 2013. Instead of
being an anachronistic concept, chivalry appeared to be widely recognized—and sharply debated. How have Disney movies contributed to
popular perception of knighthood in the informal cultural curriculum that
reimagines and reinforces the chivalric ethos? I provide an answer to this
question through an exploration of Disney movies and related newspaper
articles, scholarly literature, and children’s literature.
Although many studies are very critical of chivalry from a historical
standpoint, the use of chivalry and its related lexicon suggest that the
word evokes similar understanding across groups; thus, “chivalry” appears
to be part of an essential vocabulary in the informal curriculum of popular
Disneyﬁed culture. The fact that chivalry is discussed in scholarly and
popular publications is itself noteworthy in that chivalry holds any interest
at all in today’s society. This, ipso facto, suggests the continued relevance of
“chivalry” as a vocabulary term for metaphorical communication that holds
a basic understanding across groups in the United States. It has a lexical
longevity in social consciousness that has manifested itself in Disney movies,
such as Snow White (Disney et al. 1937), the Cinderella franchise (Disney
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et al. 1950; Thorne et al. 2002; Pipkin and Nissen 2007), and Frozen (Del
Vecho et al. 2013). The popular portrayal of chivalry—Disneyﬁed
chivalry—is part of the overall discursive landscape of why chivalry continues to be discussed in popular venues. According to Jennifer Harper
(2010), data from a Harris Poll in 2010 suggested that the majority of
Americans had an overall favorable perception of “chivalry” as egalitarian,
and that 80 percent lamented that chivalry seemed to be on the decline or
waning. According to Harper’s (2010) interpretation of the Harris Poll
data: “Four in ﬁve Americans—81 percent—and four in ﬁve men and
women—81 percent for both—say women today are treated with less
chivalry than in the past” (para. 9). Harper (2010) suggested that the
perception of chivalry seemed to still be rooted in a gendered history, but
what is emphasized for adaptation differed depending on the individual’s
overall understanding of chivalry as a social concept. That 2010 Harris Poll
data makes more sense when considering that the general public’s interaction with portrayals of “chivalry” is in the form of Disney movies and, thus,
Disneyﬁed chivalry essentially means a person who is courteous and respectful.
This Disneyﬁed understanding of chivalry as that which is necessarily
decoupled from its holistic history that provides chivalry’s continued survival
in the vernacular of a modern democratic society. It also helps provide an
answer to why those who would otherwise not use that word do use it (see
Harper 2010; Smith 2013; Collazo 2013).
Viki et al. (2003) critiqued historical chivalry in the context of cis gender
or normative gender “benevolence” theory. Franklin and Fearn (2008)
discussed “protection” and conﬂict theory of chivalry. Becker and Wright
(2011) critiqued chivalry through the lens of catalyst theory in which they
argued that psychological violence seemed to have ironic consequences.
Although many (though certainly not all) of the scholarly interpretations
have tended to be sharply critical of chivalry—using chivalry as a foil with
which to critique systems of power—The Walt Disney Company has tended
to do the opposite. And it is the Disney version of chivalry—the Disney
informal curriculum—from which most people tend to base their perception of chivalry. The Disney effect has been discussed by scholars and
journalists across disciplines (see Giroux and Pollock 2010; England et al.
2011; Coyne and Whitehead 2008; Padilla-Walker et al. 2013; Suskind
2014).
A Disneyﬁed chivalry is not without its complications, however. The
complication of making chivalric action an androgynous concept is part of
the persistence in the continued use of “chivalry” as a word used in popular
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discourse. According to England et al. (2011): “Overall, trends toward less
gender-based stereotyping over time in the movies ﬂuctuated greatly and
the progress was not necessarily sequential” (p. 564). Similarly, the same
could likely be said about the imagery of knighthood in Disney movies. The
idealized courtly life in Disney et al.’s (1937) Snow White and the Seven
Dwarfs and the Cinderella movies for example, portray the knight was
servant, defender, and entertainer. Although portrayal of gendered concepts tends to be uneven and not necessarily consistent, there tend to be
patterns of children’s literature authors taking medieval fairytales and
updating their language for contemporary audiences (see Lehr 2001). It is
with this understanding that children’s literature authors such as Munsch
(1980/2002), Hanel (2010), and Lassieur (2010) seemed to have written
their books with a speciﬁc reimagining of the chivalric ethos for the present
and, as such, contribute to the informal curriculum with Disney’s portrayal
of knighthood.
Disney seems less concerned with historical presentation than they are
with reimagining the past for the present (see Giroux and Pollock 2010;
England et al. 2011; Coyne and Whitehead 2008; Padilla-Walker et al.
2013; Suskind 2014), and therein lies the key to unlocking the nexus
between these above perspectives for part of the reason for the persistence
of the language of chivalry into the present informal curriculum. Perhaps
Disney—being one of the most inﬂuential players in the social informal
curriculum—is not changing values but, rather, the expression of values.
Disney’s market share of the youth consumer market was recently inferred
by Suskind (2014), who suggested that Disney was an integral part of the
informal curriculum for acculturating children (see Suskind 2014; PadillaWalker et al. 2013). Popular songs in the twenty-ﬁrst century mirror and
interact with the Disney-fostered concept of the knight that re-envision and
adapt the knight-errant portrayed in medieval secular poetry (see Zeydel
1966). For example, Katy Perry’s 2013 song “Dark Horse” has lyrics
directly referring to Disney et al.’s (1937) version of chivalry when male
singer Juicy J (Perry’s co-singer) sings: “That fairy tale ending with a knight
in shining armor” (Perry 2013). The “knight in shining armor” stereotype
seems to have been both championed and disrupted in Disney movies and is
one of the most popular forms of transmission of the chivalric ethos in the
modern age (see Giroux and Pollock 2010; Coyne and Whitehead 2008;
England et al. 2011).
When considering chivalry, the Disneyesque portrayal of chivalry is
generally linked to “princess” characters. Recently, the Disney movie Frozen
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(Del Vecho et al. 2013) seemed to portray a version of androgyny that
England et al. (2011) suggested disrupted an old stereotype of chivalry:
“The princess characters were rescued 17 times and performed only 13 rescues in the ﬁlms. However, the prince characters were more androgynous in
the frequency of rescuing actions: the princes rescued 13 times and were
rescued 13 times” (p. 560). Overall, those data seem to suggest a
reanimation of the chivalric characteristic of service—in the cases England
et al. (2011) reviewed, chivalric service was expressed through defending a
peer who was in danger. England et al. (2011) suggested that some characters in Disney movies recently tended to have androgynous social characteristics, especially the male characters. The main protagonists in Frozen
seemed emblematic of the new Disneyﬁed chivalry that is androgynous and
focused on what psychologists Maryam Kia-Keating and Yalda Uhls (2015)
called a “universally appealing desire to be happy and free” (para. 17) that
underscored Walt Disney Pictures’ Frozen (Del Vecho et al. 2013). In
Frozen, the two princess characters did not have to say “chivalry.” They
enacted the Disneyﬁed chivalric principles of loyalty and honor to what
Kia-Keating and Uhls (2015) suggested were the key attributes exhibited by
the two princess co-protagonists: familial loyalty, overcoming emotional
challenges in constructive ways for the community, and being “happy and
free” (para. 18). Although the “happy and free” part were not necessarily
emphasized in historical chivalry (see de Charny, 1356/2013), Disneyﬁed
chivalry does emphasize that aspect.
Commentators in The New York Times opinion series “Resuscitating
Chivalry” seemed sharply divided in their portrayal of chivalry’s usefulness
as a social concept today. Popular news articles by journalists and commentators in various popular news outlets suggested that chivalry is still used
throughout today’s American popular culture. Some commentators
focused on the negative components of chivalry’s medieval history (see
Collazo 2013; Bernard 2013), while other commentators focused on
what they deemed desirable components of chivalry as a reimagined
ethos that is part of an egalitarian culture (see Smith 2013; Abels 2013).
Within the perception that chivalry can be reimagined for the present,
Scott Farrell (2013) noted Ramón Llull’s (1276/2013) thirteenthcentury theory of chivalry as a code of service in which “‘knight’ originally
meant ‘servant’” (Farrell 2013, para. 1). This debate for chivalry’s present
status—whether it can be successfully reimagined or not for present culture—is seen in much of the popular media that criticizes the history of
chivalry, and yet continues to use chivalry in discourse with what appears to
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be a reimagined understanding of the chivalric ethos that has something
positive to offer today in its adapted form.

THE DISNEYFIED CHIVALRY “BRAND” IN TENSION
WITH THE TWENTY-FIRST CENTURY
Disney movies seem to transition perception of chivalry from static to
dynamic in that Disneyﬁcation is powerful for its audio-visual “aura” that
extend from dynamic portrayals of something vaguely familiar yet different
(Budd 2005, p. 2). Historical medievalism is not reemerging. Instead, what
seems to be occurring in the twenty-ﬁrst century is an adaptation of the
medieval aesthetic that is reimagined for a modern democratic society (Pugh
and Aronstein 2012). A brand is its audio, visual, and even lyrical components combined.
Disneyﬁed chivalry became a brand worth replicating because chivalry
became generic courtesy devoid of its history and packed in the Disney
aesthetic of music, glittering visuals, and generically “dashing” characters
that grabs the attention. The key example of this is Mercer et al.’s (2012)
Snow White and the Huntsman is indicative of the inﬂuence that Disney has
in popular media. Further indicative of Disney’s reach is Pulitzer Prizewinning journalist Ron Suskind’s (2014) suggestion that Disneyland may
have an educational beneﬁt for children with autism because of Disneyland’s
immersive interactivity that is thematically linked to the fantasy of the
Disney movies. The Walt Disney Company also recognizes K-12 teachers
across subjects with the Disney Teacher Award for creativity and innovation
(see Strauss 2013). In effect, Disney movies are an informal social curriculum in which viewers are taught through thematically linked visual art,
performance art, and enacted creative writing. Teachers, parents, and
other legal guardians are a part of that social curriculum in that they select
books and movies that students read and watch. Considering the reach of
Disney movies and characters (see Suskind 2014; England et al. 2011;
Giroux and Pollock 2010), it is reasonable to theorize that Disney movies
inﬂuence many popular commentators’ perceptions of chivalry—especially
the commentators who seem to have a favorable perception of chivalry.
Popular commentators tend to focus on one of two contending paradigms: Either chivalry in adapted form is worth saving, or chivalry’s past is
too much to overcome and should be stricken from the current social
discourse. Ironically, the commentators who say that chivalry is beyond
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repair still discuss chivalry. Disagreement tends to be based on whether
chivalry can be reimagined for a better social environment in education today.
Either way, chivalry seems to still be a concept with which many people can
identify. The word itself continues to be a part of the popular vernacular and
seems to be widely recognized across demographic groups (Harper 2010).
Dana Oliver (2014), for example, echoed a larger popular opinion that
“Chivalry isn’t dead” (para. 1). The suggestion being that chivalry is something that had a favorable understanding, as suggested in the 2010 Harris
Poll in which Harper (2010) reported the generally favorable perception of
“chivalry” among the majority of the survey sample. Major popular cultural
ﬁgures such as Miley Cyrus reportedly noted how her boyfriend “is lacking
somewhat in the chivalry department” (Hamilton 2013, para. 1). The
suggestion being that chivalry was portrayed as a vaguely favorable cultural
attribute, but one oblivious to its holistic historical past. Other commentators, however, such as Collazo (2013), have a different view of chivalry
predicated on a distinctly negative historical understanding of the concept.
Collazo (2013) concluded that chivalry was “outdated” and that “courtesy
and respect” should take its place (para. 5). Collazo’s (2013) perception of
chivalry, however, seemed at odds with a 2010 Harris Poll that actually
asked what Americans thought of chivalry.
The debate in popular opinion of chivalry seems to revolve around
whether its history can be overcome or transformed. Emily Esfahani
Smith (2013) contended: “Chivalry is not dead yet. It’s just on life support” (para. 3). Smith (2013) went further with what appeared to be an
ahistorical assertion that “Ordinary people are seeing that chivalry contributes to healthy relationships” (para. 3). This statement seemed very peculiar unless it is interpreted on the basis that the “chivalry” referred to is not
historical chivalry but, rather, Disneyﬁed chivalry which is anti-historical and
apparently used many popular commentators such as Smith (2013) as a
synonym for generic courtesy. Collazo (2013), however, was not swayed
by a Disneyﬁed chivalry. Frank Deford (2014), too, was not swayed by
Disney’s romanticized portrayal of Prince Charming. Deford (2014)
addressed the issue of whether student athletes should be designated as
professionals by using chivalry as an analogy for explaining his point of
view. Deford (2014) contended: “Amateurism is the chivalry of our times;
chivalry was on parchment a noble notion” but was actually exploitative.
Carrying the analogy further, Deford (2014) continued: “So the NCAA
knighthood was created in order that colleges could tie up athletes all by
themselves, amateurism dimes out on the myth that it was born of the
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highest ideals. On the contrary, it was a cynical formulation” (para. 1). This
interpretation is one side of chivalry’s checkered past, but again, commentators who emphasize chivalry’s historical problems still use chivalry to
address present culture. The importance of the critiques by Collazo
(2013), Bernard (2013), Deford (2014), and others for the context of
this chapter is that although they have a historically rooted negative perception of chivalry and suggest that chivalry is an obsolete concept, they all
use the lexicon of chivalry to convey a message to contemporary twentyﬁrst-century audiences; thus, chivalry as a discourse still has relevance. It is a
medium of communication across wider society. With this in mind, Disney
et al.’s (1937) reanimation of a romanticized knightly archetype reinforced
“chivalry” as part of popular discourse.
Disney et al.’s (1937) Snow White and the Seven Dwarfs was an early form
of chivalry’s Disneyﬁed portrayal. Such romanticized popularization
through the medium of the movie was not isolated but was, rather, an
integral part of a wider informal curriculum that had parallels with a chivalric
artifact from the American South. According to Inez Parker Cumming
(1955), that artifact was the Ring Tournament—a ritualized relic that was
“a survival of chivalry” (Cumming 1955, p. 407). Such relics of chivalry
tended to persist through a ritual of the Disney aesthetic that inﬂuenced
youths’ perception of the relevance of the chivalric aesthetic updated for a
contemporary audience.
Jennifer Harper (2010) reported that the founder of the Civility Initiative
at The Johns Hopkins University, P.M. Forni, stated that “civility is a form of
kindness” and “[t]he bottom line is that chivalry was a branch of civility”
(Harper 2010, para. 13). A Disneyﬁed chivalry emphasizes this so that it can
try to transcend its sexist past. The word, “chivalry,” is the same, but its
meaning has changed for today’s egalitarian and democratic society in which
equity is championed. If the majority’s perception of chivalry is that it is
courtesy and egalitarianism, then some commentators suggest that “chivalry”
is worth keeping in the common discourse as a Disneyesque word for
courtesy. This is important because if the Disney aesthetic prompts positive
associations, such as that which was suggested by Suskind (2014) and others,
then the use of the word “chivalry” in a Disneyﬁed lexicon can be interpreted
on what Woodruff (2001), Garrison and Rud (2009), and Rud and Garrison
(2010) called the “cardinal” virtue of reverence in which reverence is likely
part of every culture, but reverence tends to be expressed differently
depending on the local culture. An anti-historical chivalry—which is to say,
a Disneyﬁed chivalry—is a “chivalry” that is based on generic reverence so
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that it can be compatible with contemporary society. The expression of that
reverence has changed throughout time as the social norms have changed,
but chivalry as a sociolinguistic term persists in the popular vernacular because
its central virtue is the cardinal virtue of reverence. As such, it can be socially
translated across cultures and time.
The popular interest in reanimating prehistoric and ancient historical
components of identity span popular venues and media, from the Society
for Creative Anachronism (2009) to The Walt Disney Company’s encouragement of children to play-act in the stylized toy-like “Magic Kingdom” of
Disneyland in California and Disney World in Florida. According to Suskind
(2014), many parents tend to express the refrain: “We can’t help indulging
in fantasy.” Today’s interest in artful interpretations of prehistory and
history seems to be growing and inspiring new retro cultural syncretism
that is rooted in a reimagined past emphasizing those aspects or characteristics considered to be good or beneﬁcial for contemporary culture that
could perhaps be a new variant of “post-historical” (see Carrier 1987)
aesthetics. Even some of the restaurant industry has grafted Disneyesque
chivalric entertainment into their model—the most notable example of this
is Medieval Times Dinner and Tournament, which is operated by Medieval
Times Entertainment company. It is a restaurant chain with an immersive
neomedievalist theme and entertainment, and it is an example of the
archeophisomorph in that it features an aesthetic reanmiation of the chivalric ethos. There is romanticized décor, heraldry, and jousting ﬁeld in the
center of the restaurant with tables arrayed in echelon. This is all part of
what Ashton and Kline (2012) recently called the interest in a “strangely
medieval” syncretism that appears to be a “contemporary phenomenon”
(p. 2). Historical chivalry is not reemerging. Instead, what seems to be
occurring in the twenty-ﬁrst century is an adaptation of the Disneyﬁed
chivalric aesthetic for a modern democratic society (Pugh and Aronstein
2012). Rob Gossedge (2012) suggested that Disney & Reitherman’s
(1963) movie The Sword in the Stone was an example of Disneyan irony in
celebrating a medieval aesthetic so that Americans would yearn for a
romanticized ideal while simultaneously changing its emphasis, reordering
its lexicon, and ﬁnally “maneuvered . . . its own medievalism” (p. 128) in
ways that would be familiar to a modern American audience. The result in
The Sword in the Stone, according to Gossedge (2012), was an eccentric
mixture of the essence of a medievalist ideal of education where the wise
educator and the apprentice co-construct new praxis based on a backdrop of
ancient knowledge that never seemed to technically be used. Its ostensibly
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peculiar endurance, however, makes sense when considering ArchPM as an
answer. Through the ArchPM lens, Disney’s movies are avant-garde for
their merging of dissonant times, styles, lexicons, and values in ways that
promote a new hybridity or syncretism that aesthetically resonate across the
informal curriculum and into literature and movies. By applying my theory
of the archeophisomorph to The Sword in the Stone, Gossedge’s (2012)
claim that Disney’s movie was “antimedievalist” is not the ﬁnal answer,
because even if it was antimedievalist it still promoted a syncretistic art based
on a historical understanding of medievalism that itself is intertwined with
artistic representations.

CONCLUSION
A Disneyﬁed chivalry is one that is ahistorical in that it repurposes its historical
foundations so that it may live on as generic courtesy in a contemporary
democratic society. Any “code” that could be conjured for Disneyﬁed
chivalry is a moot point since such a “chivalry” cannot acknowledge its
full history. Rather, Disneyﬁed chivalry is not code-based; it is used as a
problematic synonym for courtesy. To be called “chivalrous” today is to be
called “courteous.” This is, however, problematic because of competing
interpretations based on historical understandings of chivalry that are in
tension with Disneyﬁed chivalry that has been marketed to children since
Disney et al.’s (1937) Snow White and its subsequently related storylines
(see Cinderella I, II, and III, as well as the recent Frozen) that further
portray chivalry in Disney’s terms: that which was devoid of its history so as
to generically emphasize non-gendered “courtesy” as chivalry’s core attribute. Identifying Disneyﬁed chivalry is important because of its implication
for the movies and books that parents, legal guardians, and teachers select
for their children and students to watch and read. Adults may make a more
informed decision about how to select movies and books depending on
whether the new Disneyﬁed chivalry is an appropriate social vocabulary to
encourage in school contexts. Disney et al.’s (1937) Snow White and the
Seven Dwarfs, Disney et al.’s (1950) Cinderella, Thorne et al. (2002)
Cinderella II, and Pipkin and Nissen’s (2007) Cinderella III, and Del
Vecho et al.’s (2013) Frozen all portray Disneyﬁed chivalry. That portrayal,
however, is not uniform, and it may even be evolving further as the recent
generation of Disney producers and directors work with portraying chivalric
action differently and on the basis of a Disneyesque syncretism that is
neoradical for its modiﬁcation of an ostensibly antiquated stereotype.
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CHAPTER 4

Empirical Case Study of Preservice K-8
Teachers’ Perceptions of Chivalry

This chapter is the empirical case study testing hypotheses related to
preservice K-8 teachers’ perception of chivalry. Chivalry would at ﬁrst
perhaps seem to be an ostensibly anachronistic ancient cultural value, but
it persists in the current American vernacular through children’s literature,
popular media (e.g. Disney movies), and what Flinders et al. (1986) called
the social “null curriculum.” As a systematic analysis of cultural components
that contribute to the social (or null) curriculum, this study adds to the
conversation on classroom management and climate (Thapa et al. 2013;
Milner and Tenore 2010) the social curriculum of Disney (see PadillaWalker et al. 2013; England et al. 2011; Giroux and Pollock 2010), and
ﬁlls a gap in the literature by adding mixed-methods research to the literature in the ﬁeld of aesthetic theory in teacher identity studies (see Shockley
et al. 2008). There are very few mixed-methods research studies (see
Johnson and Onwuegbuzie 2004) that examine aesthetic cultural understandings of ancient values in the social null curriculum either generally
or as an effect in classroom life on the basis of preservice K-8 teachers’
perceptions.

OVERVIEW
Just about any ancient social construct could have been tested for this study
of identifying how ancient social constructs continue into the present and
how they are modiﬁed. Chivalry was selected as the cultural value to test,
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because I would posit that its persistence in the vernacular stems from its
basis in the “cardinal” virtue of reverence (see Woodruff 2001; Garrison and
Rud 2009; Rud and Garrison 2010). Also, the use of the word “chivalry”
has been on the rise in books since the year 2000, according to Google’s
(2013) research division in which a word can be input into the Google
Ngram Viewer and a line graph of that word’s usage in published books is
displayed. Furthermore, I assumed that chivalry would be a polarizing
concept (based on one particular understanding of history) in which it was
assumed that if any cultural concept would have a negative connotation for
reasons of gender equity from a certain historical standpoint, it would be
chivalry. However, my analysis of the data from a survey completed by
preservice K-8 teachers at a public university in the United States suggests
otherwise, in that the vast majority seemed to have a favorable overall
opinion of chivalry as a social concept.
The overt twenty-ﬁrst-century discussion of chivalry continues, despite
some commentators claiming to be post-chivalric because of chivalry’s history
of gender inequality (Collazo 2013). And this is the point: Observers and
commentators view chivalry differently depending on what deﬁnition of
chivalry they are using. In a recent editorial series in The New York Times
entitled “Resuscitating Chivalry,” some commentators focused on the negative and terrible components of chivalry’s medieval history (see Collazo
2013; Bernard 2013), while other commentators focused on the positive
components of chivalry’s recent story as a reimagined ethos that is part of an
egalitarian culture of the present (see Smith 2013; Abels 2013). Within the
perception that chivalry can be reimagined for the present, Scott Farrell
(2013) noted Ramon Llull’s thirteenth-century theory of chivalry as a
code of service in which “‘knight’ originally meant ‘servant’” (Farrell 2013,
para. 1). This debate for chivalry’s present status—whether it can be successfully reimagined or not for present culture—is seen in much of the popular
media that criticizes the history of chivalry, and yet continues to use chivalry
in discourse with what appears to be a reimagined understanding of the
chivalric ethos that has something positive to offer today in its adapted form.
Disney has been discussed as a major part of the social curriculum as a
way to teach social skills to children (see Suskind 2014; Padilla-Walker et al.
2013). Popular songs in the twenty-ﬁrst century (see Katy Perry 2013)
mirror and interact with the Disney-fostered concept of the knight that
revision and adapt the knight-errant portrayed in medieval secular poetry
(see Zeydel 1966). For example, Katy Perry’s (2013) song “Dark Horse”
has lyrics directly referring to Disney et al.’s (1937) version of chivalry when
male singer Juicy J (Perry’s co-singer) sings: “That fairy tale ending with a
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knight in shining armor” (Perry 2013). The “knight in shining armor”
stereotype seems to have been both championed and disrupted in Disney
movies, one of the most popular forms of transmission of the chivalric ethos
in the modern age (see Giroux and Pollock 2010; Coyne and Whitehead
2008; England et al. 2011).
Research Questions
1. What are preservice K-8 teachers’ perception(s) of chivalry?
2. Is gender still important in perceptions of chivalry, and who the
majority believes can be chivalrous?
Hypotheses Tested
1. There will be no association between gender and informants’ beliefs
about who can be chivalrous.
2. The proportions of male and female informants’ beliefs about who
can be chivalrous will be equal.
3. There will be no relationship between gender and overall opinion of
chivalry as a social concept.
4. There will be no relationship between informants’ beliefs about who can
be chivalrous and their overall opinion of chivalry as a social concept.
5. The adjusted means of overall opinion of chivalry as a social concept are
equal for each level of artistic representation, controlling for gender.

METHOD
Participants
Preservice K-8 teachers (junior and senior undergraduate education
majors) were given a survey on the ﬁrst day of class in one of their
required methods courses (two sections) at a public university in the United
States. I designed and administered the survey (see Appendix A). Participants in this study are referred to as informants and participants (fall
semester 2013: N ¼ 36, female n ¼ 28, male n ¼ 8; and spring semester
2014: N ¼ 51, female n ¼ 50, male n ¼ 1). I successfully attained a sample
of teacher candidates in 2013 that closely aligned with the US Department
of Education’s (2010) report of teacher gender in K-8 education comprising about 78 percent women and 22 percent men. However, the 2014
sample comprised 98% women teacher candidates, where only one of
the ﬁfty-one informants identiﬁed as male; therefore, that sample was not
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included in the statistical analysis of this study so as to maintain statistical
parallel with national numbers by gender. Because of the difference in
number of informants by gender in the two samples, I disaggregated the
fall semester 2013 sample from the spring semester 2014 sample for conclusions based on gender as a factor and as noted elsewhere in the statistical
model. The sample from 2013 was representative of the national gender
statistics of in-service teachers; therefore, that sample is examined in detail.
The responses of the 2014 sample were very similar to that of the 2013
sample. This is not generalizable but, rather, transferable to similar contexts
of the school environment (Lincoln and Guba 1985).
Procedure
I did not provide any deﬁnition of chivalry to the informants; therefore,
researcher biasing was avoided, and the integrity of the survey was
maintained to test preservice K-8 teachers’ perception(s) of chivalry. I
read aloud the directions at the top of the survey (see Appendix A), and
all informants completed the survey within twenty minutes. Informants’
overall opinion of chivalry as a social concept was determined based on a
7-point Likert-type scale (1 ¼ very unfavorable and 7 ¼ very favorable).
Who informants believed could be chivalrous was determined by giving
informants a choice between three options: both women and men, only men,
or only women. The ﬁrst question, asking informants to identify their gender, was an open response instead of the more traditional dichotomous
format. All informants indicated either female or male. SPSS and G*Power
3.1.7 were the software used to conduct the statistical tests and analyses.
Statistical Analyses
The chi-square goodness-of-ﬁt test and chi-square test of association were
conducted to test the null hypothesis that there would be no relationship
between gender and informants’ beliefs about who can be chivalrous. Pointbiserial correlations were conducted to test the null hypotheses that there
would be no relationship between informants’ gender and their overall
opinion of chivalry as a social concept, and that there would be no relationship between informants’ beliefs about who can be chivalrous and their
overall opinion of chivalry as a social concept. An analysis of covariance
(ANCOVA) was conducted to determine if the mean overall opinion of
chivalry as a social concept differed based on artistic representation while
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controlling for gender. Independence of observations was met by random
assignment.

STATISTICAL EVALUATION
As shown in Table 4.1, opinions ranged across the entire scale from 1 (very
unfavorable) to 7 (very favorable). The mean of the grouped data—both
male and female informants’ overall opinion of chivalry as a social concept—
was 5.31, the median was 5.43, and the mode was 5. Thus, the scores
tended to lump together at the high end of the scale. A negatively skewed
distribution is suggested given that the mean was less than the median and
mode. Variance was 1.761, and standard deviation was 1.327. From this,
the scores tended to have little variation. However, despite the generally
favorable overall opinion of chivalry as a social concept, there were two
informants (about 6% of the sample) who indicated an unfavorable overall
opinion of chivalry, and ﬁve informants (which is nearly 14% of the sample)
indicated a neutral overall opinion of chivalry. As shown in Table 4.2, there
also appeared to be a split in the statistics between male and female informants. As shown in Table 4.6, the range of female informants’ overall
opinion of chivalry as a social concept was from a low of 2 to the highest
value of 7, the mean was 5.46, and the median and mode were 6. The range
of male informants’ overall opinion of chivalry as a social concept was from
the lowest value of 1 to the highest value of 7, the mean was 4.75, and the
median and mode were 5. From this, it can be seen that females tended to
have a more favorable opinion of chivalry than did males.
As shown in Table 4.8, about 94% of informants indicated that they
believed that both women and men can be chivalrous, while 6% of informants indicated a belief that only men could be chivalrous. Although the
option of only women was available, no informants indicated that they
believed that only women could be chivalrous; therefore, this variable
became dichotomous between either both women and men or only men.
Artistic Representation
When artistic representation is evaluated against the unstandardized residual
of the dependent variable (overall opinion), informants who wrote
responses that indicated a gendered perception (males serving females)
had a higher overall opinion of chivalry as a social concept and had the
least amount of variance. I coded informants’ responses into one of ﬁve
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categories: (1) negative/bad, (2) none/no response/random polite,
(3) knights/romance/gendered expectation of holding doors open, (4), knight/
‘in shining armor’, and (5) general visual/performing art. This parallels the
basis of perception category in which informants who indicated that they
thought of “chivalry isn’t dead” or “the knight in shining armor” stereotypes as their basis for understanding chivalry (see Fig. 4.7).

Gender
When gender is placed against the unstandardized residual of the dependent
variable (overall opinion), there were no outliers in the female group, but
there was one outlier in the male group which also had a lower overall
opinion. This is further evidence of my theory that males tend to have a
lower overall opinion of chivalry as a social concept because they likely
perceive the concept as one that makes them work for others in ways that
put themselves at risk and increase their stress levels in unbalanced ways,
while females likely perceive chivalry more favorably because they probably
perceive the concept as regulating male behavior in ways that make males
serve females. However, 94% of informants declared that both women and
men can be chivalrous, so there seems to be a disconnect in that a cultural
shift is currently taking place. If a cultural shift in perception is occurring,
then this would account for the contradictory results. When considered
from this theoretical standpoint, these results are logical. This seems especially logical when considering that Disney movies tend to portray chivalry
as an action-based value where males are expected to proactively serve and
defend females (see Fig. 4.8).

Characteristics of Chivalry
When characteristics of chivalry are evaluated against the unstandardized
residual of the dependent variable (overall opinion), those who wrote that
they deﬁne chivalry be the characteristics of being “helpful,” “unselﬁsh,” or
“selﬂess” have the highest overall opinion of chivalry, and “polite” and
“kind” are a close second. Interestingly, those who indicated “honor,”
“brave,” or traditionally gendered characteristics were at 1 standard deviation from the mean and had polarized outliers which suggests that there
may be tension in how “traditional” values are perceived as relevant today
(see Fig. 4.9).

CHI-SQUARE TESTS AND POINT-BISERIAL CORRELATIONS

151

Basis of Perception
When basis of perception is evaluated against the unstandardized residual of
the dependent variable (overall opinion), it may be seen that those who
wrote “chivalry is not dead” or “knight in shining armor” had the highest
mean score for overall opinion (which tied with non-gendered courtesy,
e.g. holding the door open for someone). Interestingly, informants who
indicated a negative or anti-chivalry basis of perception had polarized outliers. This provides further evidence that although some informants base
their perception of chivalry on a negative understanding of the history of
chivalry, they seem to perceive that there is a current change in how chivalry
is being deﬁned in the popular media; therefore, they seem to be hedging
their overall opinion by giving the concept the beneﬁt of the doubt for
present transformation (see Fig. 4.10).
Belief About Who Can Be Chivalrous
When belief about who can be chivalrous is evaluated against the
unstandardized residual of the dependent variable (overall opinion of chivalry as a social concept), the informants who believe that only men can be
chivalrous had a slightly higher overall opinion of chivalry than those who
believed that both women and men can be chivalrous. There was also less
variability in the only men category (see Fig. 4.11).
Highest Grade Level Interested in Teaching
When comparing fall semester 2013 with spring semester 2014, a consistent
pattern is found in that those most interested in teaching Early Childhood
Education (K-2) had a higher mean score on overall opinion in comparison
to those most interested in middle school and high school (7-12) (see
Fig. 4.12).

CHI-SQUARE TESTS AND POINT-BISERIAL CORRELATIONS
Chi-Square Goodness-of-Fit
A chi-square goodness-of-ﬁt test was conducted to determine if the sample
proportions of who informants believed can be chivalrous were in the same
proportions as this researchers’ assumption that both female and male
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participants would indicate an equally split belief in who they believed could
be chivalrous (with an expected N ¼ 18 for both men and women and only
men). The test was conducted using an alpha of .05. The null hypothesis was
that the proportions would be as follows: .50 both women and men, and .50
only men (see Table 4.4). Although a third option of only women was
provided in the question, this researcher assumed that no informant
would select that option for historical reasons (that I discuss in the literature
review and discussion section). My assumption was correct; no informant
selected only women as who they believed can be chivalrous.
As shown in Table 4.5, there was a statistically signiﬁcant difference
between the proportion of who informants believed could be chivalrous
and my assumption that the proportions would be equal between both men
and women and only men. Thus, the null hypothesis that the proportions
would be equal between male and female informants’ beliefs about who
could be chivalrous was rejected at the .05 level of signiﬁcance. The effect
size (χ2/[N(J1]) was .79, and interpreted using Cohen’s (1992) guide as
a very large effect.
Chi-Square Test of Association
A chi-square test of association was conducted to determine if there was a
relationship between gender and who informants’ believed could be chivalrous (see Table 4.6). The test was conducted using an alpha of .05, and a
follow-up power observation with an alpha of .10, because the testing of the
perception of an ancient value transformed in modern society is likely to
have unknown anecdotal inﬂuences that are hitherto somewhat uncharted
within a mixed-methods model as envisioned within this study; therefore, a
bit more elasticity is factored into the alpha criterion. It was hypothesized
that there was no association between gender and who informants’ believed
could be chivalrous.
From Table 4.6, the row of marginals can be seen in which about 94% of
the individuals overall believe that both women and men can be chivalrous.
Thus, there does not appear to be an association between gender and belief
about who can be chivalrous. This is subsequently supported statistically
from the chi-square test (χ2 ¼ .945, df ¼ 1, p ¼ .331). Thus, I failed to
reject the null hypothesis that there is no association between informants’
gender and their beliefs about who can be chivalrous at the .10 and .05
levels of signiﬁcance. The effect size, Cohen’s w, was computed to be .162,
which is interpreted to be a small effect (Cohen 1992). A post hoc power

ANCOVA

153

was calculated with G*Power 3.1.7 using an alpha of .10. Power is .2549,
which is interpreted as a potentially moderate effect (Cohen 1992).
The assumption that observations are independent was met. The
assumption of an expected frequency of at least 5 observations per cell was
not fully met, as two cells had an expected count of less than 5. However,
Coladarci et al. (2011, p. 383) noted that accurate results can still be
obtained when expected cell counts are less than 5 and where df ¼ 1. The
assumption of df ¼ 1 was met; therefore, the chi-square test is considered to
have met all assumptions using Coladarci et al.’s (2011) guideline. Furthermore, the difference in gender representation in the sample (male informants n ¼ 8, female informants n ¼ 28) is expected because it is in
approximate proportion to the overall numbers by gender in the elementary
teacher education program within the university that the study was
conducted, and it is in proportion with the national demographic characteristics in which about 76% of public school teachers were female,
according to a report from the US Department of Education (2010).
Point-Biserial Correlations
As depicted in Table 4.7, point-biserial correlations were calculated to
identify whether any variables had a signiﬁcant correlation at the .05 level
of statistical signiﬁcance. It was found that characteristics of chivalry and
basis for perception both had a signiﬁcant correlation (alpha ¼ .05) with
overall opinion of chivalry as a social concept. Also notable is that gender had
no signiﬁcant correlation with any of the variables, which suggests that male
and female informants’ opinions and perceptions were more or less equal.
Nevertheless, I conducted the study with an interest in whether there were
any differences in the mean scores of overall opinion based on artistic
representation, and, in particular, if gender played a role.

ANCOVA
An ANCOVA was conducted to determine if the mean overall opinion of
chivalry as a social concept differed based on artistic representation while
controlling for gender. Independence of observations was met by random
assignment. Informants wrote what artistic representations immediately
came to mind when thinking of chivalry. I coded the informants’
written responses into ﬁve categories: (1) negative/bad, (2) none/no
response/random polite, (3) knights/romance/gendered expectations of
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holding the door open, (4) knights/‘in shining armor’, and (5) general visual/
performing art. This assumption was conﬁrmed by review of a scatterplot of
residuals against the levels of the independent variable. A random display of
points around 0 provided further evidence that the assumption of independence was met (see Fig. 4.1). According to Levene’s test, the homogeneity
of variance assumption was satisﬁed [F(4, 31) ¼ 2.295, p ¼ .082]. The
assumption of normality was tested and met via examination of the residuals. Review of the SW test for normality (SW ¼ .940, df ¼ 36, p ¼ .052)
and skewness (.719) statistic suggested that normality was a reasonable
assumption. The only exception was the kurtosis (1.815) statistic that did
not suggest normality as it was outside of the convention of the absolute
values of +2 and 2 (see Lomax and Hahs-Vaughn 2012). The boxplot of
the residuals suggested a relatively normal distributional shape except for
one outlier (see Fig. 4.2). The histogram of the residuals also suggested a
relatively normal distributional shape except for one outlier (see Fig. 4.3).
The Q-Q plot further suggested that normality was reasonable (see
Fig. 4.4). In general, there is evidence that normality has been met. Linearity of the dependent variable with the covariate was examined with
scatterplots. The scatterplot dependent variable (overall opinion) with the
covariate (gender) does not have positive or negative linearity (see Fig. 4.5).
The scatterplot of the dependent variable (overall opinion) with the independent variable (artistic representation) does have some linearity, but it is
weak (see Fig. 4.6). This pattern was very similar for the scatterplot of the
dependent variable with the covariate when disaggregated by the categories
of the independent variable. Independence of the covariate and independent variable was intended as part of the survey design. However, this
assumption was not conﬁrmed by an independent t test which examined
the mean difference on the covariate (i.e. gender) by independent variable
(i.e. artistic representation). The results were t(17) ¼ 2.675, p ¼ .016,
which does not suggest independence of the covariate and independent
variable, where equal variances were assumed. There was a mean difference
in gender based on artistic representation. T test results are opposite of this,
however, when gender is the test variable and artistic representation is the
grouping variable, in which case the results were t(34) ¼ .393, p ¼ .696,
when equal variances are assumed, and t(10.436), p ¼ .719, when equal
variances are not assumed. There was a mean difference in artistic representation based on gender. Homogeneity of regression slopes was suggested by
similar regression lines evidenced in the scatterplots of the dependent
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variable and covariate by artistic representation. This assumption was conﬁrmed by a nonstatistically signiﬁcant interaction of gender by artistic
representation, F(3, 27) ¼ .179, p ¼ .910.
As shown in Table 4.8 of tests between-subjects effects, the results
of the ANCOVA suggest a nonstatistically signiﬁcant effect of the covariate, gender, on the dependent variable, overall opinion of chivalry as a
social concept (Fgender ¼ 2.571; df ¼ 1, 30; p ¼ .119). More importantly,
there is a statistically signiﬁcant effect for artistic representation
(Fartistic ¼ 4.338; df ¼ 4, 30; p ¼ .007), with a large effect size and strong
power (partial η2artistic ¼ .366, observed power ¼ .887) that is interpreted
based on Cohen’s (1988, 1992) guideline. The effect size suggests that
about 37% of the variance in overall opinion of chivalry as a social
concept can be accounted for by artistic representation when controlling
for gender. The post hoc power for the main effect of artistic representation was .94. In other words, with an ANCOVA, computed effect size f of
.75979, alpha level of .05, total sample size of 36, numerator degrees of
freedom of 4, ﬁve groups, and one covariate, the post hoc power of the
main effect for this test was .94—the probability of rejecting the null
hypothesis when it is really false (in this case, the probability that the
adjusted means of the dependent variable would be equal for each level
of the independent variable, controlling for the covariate) was about 94%,
which is considered very high power using Cohen’s (1988, 1992)
guideline.
As shown in Table 4.9, the Bonferroni post hoc test was applied to
evaluate the pairwise differences among the adjusted means of overall
opinion of chivalry as a social concept based on artistic representation.
The Bonferroni test was applied to control for the risk of increased Type I
error across all pairwise comparisons. Pairwise comparisons revealed statistically signiﬁcant mean differences between negative/bad artistic representation and none/no response/random polite (3.939), knights/romance/
gendered expectations of holding doors open (4.962), and knights/‘in
shining armor’ (4.495), but there was no statistically signiﬁcant difference
means with general visual/performing art. The none/no response/random
polite category had a statistically signiﬁcant mean difference with only one
category: Negative/bad (3.937). The knights/romance/gendered expectations of holding doors open category had a statistically signiﬁcant mean
difference with only the negative/bad category (4.962). The knights/ ‘in
shining armor’ category had a statistically signiﬁcant mean difference with
only the negative/bad category, as well (4.495). The general visual/
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performing art was the only category to not have any statistically signiﬁcant
mean differences.
These results suggest most notably that the informants who indicated
that they perceived chivalry based on artistic representations of knights in
shining armor tended to not associate chivalry with negative/bad connotations. Furthermore, a substantial percentage of the variance in overall
opinion of chivalry as a social concept can be accounted for by artistic
representation when controlling for gender. This is despite the apparent
lack of association between gender and overall opinion; therefore, artistic
representation plays an intriguing role in perception of this ancient social
concept’s apparent transformation in modern times.

RESULTS
I fail to reject the null hypothesis that there is no association between gender
and belief about who can be chivalrous (χ2 ¼ .945, df ¼ 1, p >.05; and
r ¼ .162, p > .05). I reject the null hypothesis that the proportions of male and
female informants’ belief about who can be chivalrous are equal (χ2 ¼ 28.444,
df ¼ 1, p < .05). I fail to reject the null hypothesis that there is no relationship
between gender and overall opinion of chivalry as a social concept (r ¼ .227,
p > .05). I fail to reject the null hypothesis that there is no relationship
between informants’ belief about who can be chivalrous and their overall
opinion of chivalry as a social concept (r ¼ .057, p > .05). I reject the null
hypothesis that the adjusted means of overall opinion of chivalry as a social
concept are equal for each level of artistic representation when controlling for
gender (Fartistic ¼ 4.338; df ¼ 4, 30; p ¼ .007).

CONCLUSION
Artistic representation matters. Gender appears to not have mattered in
overall opinion of chivalry. How chivalry or any value is portrayed in popular
movies, for example, does tend to foster a corresponding perception in
consumers. In this case, preservice K-8 teachers tend to have a higher overall
opinion of chivalry as a social concept based on the artistic representation of
chivalry as the “knight in shining armor” stereotype. An implication of this
study is also that Disney movies can trump traditional history textbooks in
forming overall opinion. As Frawley (2013) suggested, aesthetics in curriculum and the popular null curriculum matters, and as Flinders et al. (1986)
suggested, the null curriculum can be powerful in inﬂuencing perception.
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Elementary teachers select books and choose lessons that inﬂuence children
and, thus, society at large. If the preservice teachers in this study are any
indication, it appears that a shift in perception of an ancient social construct,
chivalry, is underway based on the null curriculum of Disney and other
asymmetrical artistic forces.

SIMPLE LINEAR REGRESSION ANALYSIS
The lack of correlation between gender and overall opinion of chivalry is
qualitatively signiﬁcant because historically chivalry tended to be a gendered
social construct. This case study suggests that chivalry is no longer considered in rigidly gendered terms among the sample of preservice K-8 teachers
(N ¼ 36). This ﬁnding prompted a post hoc hypothesis. The ﬁnal hypothesis tested was that the regression coefﬁcient (i.e. the slope) will be equal to
0. This was tested on the same group of participants for the previously
analyzed hypotheses.
Statistical Analysis
The chi-square goodness-of-ﬁt test and chi-square test of association were
conducted to test the null hypothesis that there would be no relationship
between gender and informants’ belief about who can be chivalrous. Pointbiserial correlations were conducted to test the null hypotheses that there
would be no relationship between informants’ gender and their overall
opinion of chivalry as a social concept, and that there would be no relationship between informants’ belief about who can be chivalrous and their
overall opinion of chivalry as a social concept. Normality was tested with
the Shapiro-Wilk (SW) test as well as analysis of skewness and kurtosis values
in addition to evaluation of boxplots and Q-Q plots of the data. A simple
linear regression was conducted to see if the dependent variable (overall
opinion of chivalry as a social concept) could be predicted from the independent variable (grade levels most interested in teaching), where the
independent variable was restandardized as a scale variable (for reasons
that will be discussed in that section).
Assumption of Normality
The assumption of normality was tested and not met for the combined
group of variables via examination of the residuals and descriptive statistics.
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As shown in Table 4.10, the skewness value of informants’ overall opinion
of chivalry as a social concept is 1.224 (SE ¼ .393) and the kurtosis value is
2.517 (SE ¼ .768). Skewness and kurtosis values within the range of +/2
(SE) are “considered relatively normal” (Lomax and Hahs-Vaughn 2012,
p. 89). Given these values, skewness is not within the range of .786 and
+.786, and kurtosis is not within the range of 1.536 and +1.536 (where SE
is multiplied by two to ﬁnd the range of normality), so this distribution
would be considered non-normal or asymmetrical. The histogram of the
grouped data with a normal curve overlay is depicted in Fig. 4.13. Review of
the SW test for normality (SW ¼ .865, df ¼ 36, p ¼ < .05) conﬁrmed that
normality was not a fully reasonable assumption for the combined independent variable (gender: male and female) on the dependent variable of overall
opinion of chivalry as a social concept; however, as shown in Fig. 4.14, the
boxplot suggested a relatively normal distributional shape with the exception that male and female informant groups each had an outlier. Also of
importance is that the boxplot shows that female informants’ overall opinion tended to cluster a bit higher on the opinion scale than did male
informants’ overall opinion. As shown in Table 4.3, females’ median overall
opinion of chivalry was 6 ( favorable) while males’ median overall opinion of
chivalry was 5 (slightly favorable). The Q-Q plots suggested that normality
was reasonable, although there was an outlier in both Q-Q plots for male
and female informants what indicated some non-normality in the Q-Q plot
for the combined gender group (see Fig. 4.15). Taken with the combined
skewness and kurtosis statistics, these results indicate that informants’ overall opinions of chivalry as a social concept are somewhat non-normally
distributed. There is a negative skew such that informants’ overall opinion
clusters at the high end of the overall opinion scale (μ ¼ 5.31), indicating a
marginally favorable overall opinion of chivalry as a social concept within the
group (N ¼ 36) as a whole. The kurtosis values are rather large indicating
that the distribution is slightly taller than a typical normal distribution, with
more extreme scores at the high end than the low end of the scale, thus
further indicating that the group as a whole had a more favorable overall
opinion of chivalry as a social concept while the informants who indicated a
very unfavorable overall opinion were outliers.
When evaluating the distribution within each of the two groups of the
independent variable (gender: male and female), a surprising split in the
statistics was found. As shown in Table 4.11, the skewness value of female
informants’ overall opinion of chivalry as a social concept is .879
(SE ¼ .441) and the kurtosis value is 1.361 (SE ¼ .858). The skewness
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value of male informants’ overall opinion of chivalry as a social concept is
1.407 (SE ¼ .752) and the kurtosis value is 3.319 (SE ¼ 1.481). Given the
values of skewness and kurtosis of the female informants’ responses, skewness is within the range of .882 and +.882 and kurtosis is also within the
range of 1.716 and +1.716, so these are considered normal. The histogram with a normal curve overlay is depicted in Fig. 4.16. Given the values
of skewness and kurtosis of the male informants’ responses, skewness is
within the range of 1.504 and +1.504; however, kurtosis is not within the
range of 2.962 and +2.962, so there is partial non-normality of the
distribution in male informants’ overall opinion of chivalry as a social
concept. The histogram with a normal curve overlay is depicted in
Fig. 4.17. Another rule of thumb is that the skewness and kurtosis values
should fall within an absolute value of 2.0 to be considered normal. Applying this rule, normality is evident with the female informants’ overall opinion of chivalry as a social concept; however, male informants’ overall
opinion does not meet this rule. Again, informants’ combined overall
opinion of chivalry as a social concept indicates an asymmetrical distribution. However, there was a small split in the distribution statistics and
normality of overall opinions between male and female informants. Male
informants’ overall opinion of chivalry was partially non-normal; however,
both the skewness and kurtosis values of female informants’ overall opinion
of chivalry as a social concept were normal.
Furthermore, as depicted in Fig. 4.18, the distribution of informants’
overall opinion of chivalry as a social concept with the grade levels that they
indicated the most interest in teaching is relatively normal except the
elementary and middle school category where there are two outliers. Also
notable is the trend toward a higher overall opinion of chivalry from the
informants who indicated a primary teaching interest in elementary only
(PK-6) and elementary and middle school. But this appears somewhat of a
weak trend when considering that the elementary only (PK-6) group—
while indicating a high overall opinion—also has the widest range. Perhaps
most interesting, though, is the elementary and middle school category that
appears polarized with a cluster at the top of the scale at favorable and very
favorable overall opinion of chivalry while having two outliers clustered at
the opposite end of the scale at the unfavorable and very unfavorable.
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Findings from the Simple Linear Regression
A simple linear regression analysis was conducted to determine if overall
opinion of chivalry as a social concept (dependent variable) could be
predicted from the grade level(s) most interested in teaching (independent
variable). The null hypothesis tested was that the regression coefﬁcient
(i.e. the slope) was equal to 0. The data were screened for missingness and
violation of assumptions prior to analysis. There were no missing data. SPSS
and G*Power 3.1.7 were the software used to conduct the analyses.

Design
A survey instrument was designed for this study “To meet analysis needs,”
as stated by survey theorist and methodologist Floyd Fowler (2014),
who concluded: “A special-purpose survey may be the only way to ensure
that all the data needed for a given analysis are available and can be related”
(p. 3, emphasis in original). The implication being that statistically
non-signiﬁcant ﬁndings may be qualitatively signiﬁcant and, thus, may
warrant qualitative inquiry. It is with this understanding that this study is
situated in the paradigm of mixed-methods research (see Johnson and
Onwuegbuzie 2004). A 7-point Likert-type scale was used for the dependent variable (where 1 ¼ very unfavorable and 7 ¼ very favorable). Informants were given each grade level (PK-8 and a ﬁll-in-the-blank “other”
category) from which they could select one or more grade levels that they
were most interested in teaching. Although the grade level categories may at
ﬁrst seem more like a nominal variable, it can also be a scale: 1.0 ¼ teaching
multiple subjects to young students, and 4.0 ¼ teaching one subject to older
students.
Fowler’s (2014) discussion of survey design is noteworthy for additional
context in why a survey was used—and interviews were not—for
establishing background data for the grounded approach to ﬁnd patterns
in preservice teacher perceptions of chivalry. Fowler (2014) noted:
Having an interviewer read long lists of similar items can be awkward and
tedious. On such occasions, a good strategy may be to put the questions in a
self-administered form either in a questionnaire or on the computer. Such an
approach also provides a welcome change of pace for an interview. (p. 64)
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This is the basis for why surveys were used for data collection in this study, as
it allowed participants to answer questions so that their answers would not
be traced back to them personally by the researcher who was in the room
while the survey was administered; thus, the assumption is that participants
answered frankly. A question may arise as to how survey methods may apply
to aesthetic inquiry.
This design is of beneﬁt to this study, because I wanted to know if the
grade level that preservice teachers were most interested in teaching would
predict their overall opinion of chivalry as a social concept. This could have
implications for further inquiry into how chivalry may be portrayed in
children’s literature (see Lehr 2001) and in popular Disney movies (see
Padilla-Walker et al. 2013). These additional vectors of inquiry could
generate new understandings of the role of what Flinders et al. (1986)
called the “null curriculum” or social curriculum. With this understanding,
I restandardized the categories post hoc into the following scale (based on
informant selection) with the coding number that I applied to analyze the
data in SPSS: elementary only (PK-6) [1.0] where N ¼ 19, elementary and
middle school [1.5] where N ¼ 9, middle school only [2.0] where N ¼ 2, and
middle school and high school [3.0] where N ¼ 4, and all grade level categories
(PK-8) [4.0] where N ¼ 2. The elementary and middle school category was
coded 1.5 while the other categories were coded as whole numbers, because
of its curricular overlap with both elementary only and middle school only
categories. In other words, it was deemed partially different rather than
largely different in curricular and developmental focus.

Assumptions
Although the analysis of variance (ANOVA) of the regression was statistically signiﬁcant (F ¼ .032, df ¼ 1, 34, p ¼ .860)—indicating that I
technically fail to reject the null hypothesis—I still examined the regression
based on a mixed-methods theoretical framework that if a ﬁnding is not
statistically signiﬁcant, it is probably qualitatively signiﬁcant (see Rothbauer
2008; Lincoln and Guba 1985; Fowler 2014; Gee 2011). The residuals and
other statistical analyses are conducted to identify potential qualitatively
signiﬁcant vectors of analysis in the informants’ responses.
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Linearity
The scatterplot of the independent variable (grade level most interested in
teaching) and the dependent variable (overall opinion of chivalry as a social
concept) indicates that the assumption of linearity is somewhat reasonable—as the independent variable increases, the dependent variable scores
generally increase as well, although this increase is very slight. With a
random display of points falling within an absolute value of 2, a scatterplot
of unstandardized residuals against values of the independent variable provided further evidence of linearity with the exception that the low end of the
scale there was some disruption of the linearity (see Fig. 4.19).

Normality
The assumption of normality was tested via examination of the
unstandardized residuals. Review of the SW test for normality and skewness
and kurtosis statistics for each of the subcategories of the independent
variable—excluding the categories of middle school only (7–8) and all
grade levels because the default transformation was used—suggested that
complete normality was not a reasonable assumption but, rather, partial
normality was a reasonable assumption. The SW test for normality and
skewness and kurtosis statistics for each of the subcategories of the independent variable were as follows: elementary only (PK-6) (SW ¼ .225,
df ¼ 19, p ¼ .016) with skewness of .385 and kurtosis of .729; elementary
and middle school (SW ¼ .395, df ¼ 9, p ¼ .002) with skewness of 1.485
and kurtosis of .786; and middle school and high school (SW ¼ .307, df ¼ 4,
p ¼ .024) with skewness of <.001 and kurtosis of 6. However, the
boxplot suggested a somewhat normal distribution with the notable exception that there were two outliers (see Fig. 4.20).
There was some non-normality in the boxplot of the studentized residual
of the dependent variable, where there were two outliers. Additionally, as
depicted in Fig. 4.21, the unstandardized residuals of the histogram and
Q-Q plot of the elementary only (K-6) factor show relative normality
(μ ¼ .04, SD ¼ 1.003, N ¼ 19), but the histogram and Q-Q plot for the
elementary and middle school factor show non-normality (μ ¼ .03,
SD ¼ 2.236, N ¼ 9). This prompted me to examine additional residual
statistics (see Fig. 4.22). Cook’s distance was calculated to measure overall
for the inﬂuence of individual cases within the model. This was done
because there are two outliers in the boxplot (see Fig. 4.20). Cook’s
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distance maximum value is .151, which is well under the statistical value of
1.0, which is generally considered to be the cutoff value for concern about
the inﬂuence of individual cases on the model (see Lomax and HahsVaughn 2012). This suggests that the overall model is relatively normal;
however, the two outliers still seem to warrant further investigation. I next
examined the standardized DFBETA statistic that provided another clue as
to the inﬂuence of outlier cases. According to Lomax and Hahs-Vaughn
(2012): “For standardized DFBETA values, values of greater than an
absolute value of 2.0 should be examined more closely” (p. 646). The
minimum (.19302) and maximum (.26855) DFBETA values for the
slope (i.e. grade level most interested in teaching) suggest—just barely on
the minimum value—that no cases exert undue inﬂuence on the model. The
case-wise diagnostics conﬁrmed the observation from the box plot (see
Fig. 4.20) that case number 4 was only case whose standardized residual
value was more than four standard deviations from the mean. The case of
outliers was further conﬁrmed by calculating the Mahalanobis distance
statistic, which was 7.780. Given an alpha of .05, and df ¼ 2 (one independent variable and one dependent variable), the chi-square critical value is
5.99, which suggests that there is an outlier case (see Lomax and HahsVaughn 2012). These statistics suggest that case number 4 is a particularly
exceptional case, and this prompts a qualitative inquiry into the case. I
examined this informant’s responses to the short-answer questions on the
survey (see Appendix A) in greater detail to try to ascertain why this
informant deviated so far from the other informants. The one informant
who was four standard deviations away from the mean is an inconclusive
case, though it may be assumed that the male informant’s response was
based in part on a critical understanding of chivalry. Chivalry was not an
unknown concept to this informant based on the survey response, and that
in and of itself is revealing of the concept’s reach.

Independence
A somewhat random display of points in the scatterplot of studentized
residuals against values of the independent variable provided some evidence
of independence at the lower half of the scale, but not the top half of the
scale (see Fig. 4.23). The Durban-Watson statistic was computed to evaluate independence of errors and was 1.524, which is considered acceptable.
This suggests that the assumption of independent errors has been met.
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Homogeneity of Variance
A relatively random display of points, where the spread of residuals appears
fairly constant over the top half of the range of values of the independent
variable (see Fig. 4.23) provided evidence of partial homogeneity of variance. If the range was restricted to the top half of the scatterplot, then the
assumption of the homogeneity of variance would be fully met; however,
taken as a whole, the scatterplot indicates the assumption of homogeneity of
variance is partially met. The criterion of statistical signiﬁcance is set at .10
here because I am testing the perception of an ancient value transformed in
modern society which is likely to have unknown anecdotal inﬂuences.
Therefore, an alpha greater than .05 is used in this model.
The results of the simple linear regression suggest that a non-signiﬁcant
proportion of the total variation in overall opinion of chivalry as a social
concept was predicted by grade level most interested in teaching. In other
words, grade level most interested in teaching was not a very good
predictor of informants’ overall opinion of chivalry as a social concept,
F(1, 34) ¼ .032, p ¼ > .05. Additionally, I found the following: (a) the
unstandardized slope (.047) and standardized slope (.031) are statistically
signiﬁcantly different from 0, where alpha is at the .10 level of statistical
signiﬁcance (t ¼ .178, df ¼ 34, p < .10); with every one point increase in
the grade level most interested in teaching, overall opinion of chivalry as a
social concept will increase by approximately one half of one point; (b) the
conﬁdence interval (CI) around the unstandardized slope does not
include 0 (.484, .577), further conﬁrming that grade level most interested in teaching is a statistically signiﬁcant predictor (at the .10 level of
statistical signiﬁcance) of overall opinion of chivalry as a social concept;
and (c) the intercept (or average of overall opinion of chivalry as a social
concept when grade level most interested in teaching is 0) was 5.233.
Multiple R squared indicates that approximately 1% of the variation in the
dependent variable was predicted by the independent variable. According
to Cohen (1988, 1992) this is an inconsequentially small effect at the .05
level of statistical signiﬁcance. A post hoc power analysis for the one-tailed
simple linear regression was conducted using G*Power 3.1.7. There was a
computed effect size Slope H1 of .0203567, an alpha level of .70, a total
sample size of 36, a hypothesized null slope of 0, a standard deviation of
X of 1.327, and a standard deviation of Y of 0.8714. Based on those
criteria, the post hoc power for the simple linear regression was about .76
(rounded to .80). In other words, for these conditions of the post hoc
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power of the simple linear regression met Cohen’s (1988) convention for
desired power, but at the cost of a higher than normal alpha criterion.

RESULTS
I fail to reject the null hypothesis that there is no association between
gender and belief about who can be chivalrous (χ2 ¼ .945, df ¼ 1, p >.05;
and r ¼ .162, p > .05). I reject the null hypothesis that the proportions of
male and female informants’ beliefs about who can be chivalrous are
equal (χ2 ¼ 28.444, df ¼ 1, p < .05). I fail to reject the null hypothesis
that there is no relationship between gender and overall opinion of
chivalry as a social concept (r ¼ .227, p > .05). I fail to reject the null
hypothesis that there is no relationship between informants’ beliefs
about who can be chivalrous and their overall opinion of chivalry as a
social concept (r ¼ .057, p > .05). At the .10 level of statistical
signiﬁcance, I reject the null hypothesis that the regression coefﬁcient
(i.e. the slope) is equal to 0 (t ¼ .178, df ¼ 34, p <.10); therefore, at the
.10 criterion of statistical signiﬁcance, there appears to be ability (at 90%
conﬁdence) to predict overall opinion of chivalry as a social concept from
grade level most interested in teaching.

DISCUSSION
Power was calculated in the simple linear regression using a post hoc power
analysis on the basis of an alpha of .70. An alpha of .70 was used because the
testing of the perception of an ancient value transformed in modern society
is likely to have unknown anecdotal inﬂuences that are hitherto somewhat
uncharted within a mixed-methods model as envisioned within this study;
therefore, a more elasticity is factored into the alpha criterion. This seemed
appropriate on the basis of my interpretation of Iacobucci and Duhachek’s
(2003) theorization of alpha elasticity for exploratory social sciences
research and Lather’s (1986/2001) concept of “catalytic validity”
(p. 352) where a researcher seeks to use multiple lenses or methodologies
to identify and analyze latently complex problems in a society (see Lather
1993). The empirical component is part of the foundation for developing a
theory—in this case an aesthetic curriculum theory—and that data is
descriptive and exploratory for identifying how a theory may ﬁll gaps in
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current understanding of a given phenomenon or ﬁeld. In this study, the
development of aesthetic identities in preservice teachers and the implications for teacher education curriculum are broadly identiﬁed based in part
on data collected through two survey instruments.
As depicted in Fig. 4.20, the distribution of informants’ overall opinion of chivalry as a social concept with the grade levels that they indicated
the most interest in teaching is relatively normal with the exception of
the elementary and middle school category where there are two outliers.
Also notable, is the trend toward a higher overall opinion of chivalry from
the informants who indicated a primary teaching interest in elementary
only (PK-6) and elementary and middle school. But this appears somewhat
of a weak trend when considering that the elementary only (PK-6)
group—while indicating a high overall opinion—also has the widest
range. Perhaps most interesting, though, is the elementary and middle
school category that appears polarized with a cluster at the top of the
scale at favorable and very favorable overall opinion of chivalry while
having two outliers clustered at the opposite end of the scale at the
unfavorable and very unfavorable.
The Durbin-Watson statistic was calculated to test the independence
of the residuals. As shown in Fig. 4.12, the Durbin-Watson statistic is
1.524. This suggests that the assumption of independence is likely met
(see Lomax and Hahs-Vaughn 2012). Although the R squared value
(<.05) and the adjusted R squared value (.028) are not a normal model
ﬁt in traditional interpretation, the Q-Q plots and boxplots do indicate
relative normality. As depicted in Fig. 4.24, the histogram of the regression standardized residual (μ ¼ 3.71, SD ¼ 0.986, N ¼ 36) indicates a
double-peak curve that still roughly aligns with the normal curve overlay.
And the point-biserial correlations and chi-square tests presented, analyzed, and discussed in the other sections of this study suggest that there
is qualitative power in using these statistical methods to identify areas of
the data for further inquiry. For example, the outliers alone suggest a
qualitatively signiﬁcant area for further inquiry, and the data—as visually
represented in the Q-Q plots, scatterplots, and boxplots—provide additional information for what cases to examine further. Findings that are
not statistically signiﬁcant or tests that do not meet all statistical assumptions still provide important information that reveal patterns and pinpoint exceptional cases that may provide additional answers to the
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research questions. The statistical models applied to test assumptions
about preservice K-8 teachers’ perception(s) of chivalry when including
the factors of gender and grade level most interested in teaching reveal
patterns and exceptions that provide implications for elementary and
middle school literature curriculum and the inﬂuence of popular media.
Analysis of informants’ perceptions of chivalry suggests that there may be
a more favorable perception of chivalry among elementary teachers from
this sample. This has implications for books selected and curriculum that
likely is inﬂuenced by movies marketed to children such as those by
Disney which tend to favorably portray chivalric ﬁgures. These data
further suggest the importance of investigating how teacher candidates
perceive cultural artefacts and whether they have an essentialist understanding of certain aspects of culture. It is, therefore, important to
examine their perceptions and where they lead as they become teachers
inﬂuencing the next generations.

CONCLUSION
Overall, these data in this case study suggest: (1) Gender played no
signiﬁcant role in preservice K-8 teachers’ overall opinion of chivalry as
a social concept or who can be chivalrous, and (2) the current perception
of chivalry is that it seems to be a more or less androgynous
(non-gendered or a fused masculine-feminine) concept today that
seems to be favorably perceived. The simple linear regression test conﬁrmed that the results of the ANCOVA in that gender—perhaps surprisingly from a purely historical perspective—played no signiﬁcant role in
preservice K-8 teachers’ perception of chivalry. These ﬁndings are indicative of the potential usefulness of archeophisomorphology for elucidating cultural artefacts for curriculum design and implementation. It helps
to understand local constituencies through archeophisomorphology
which applies a fully theorized mixed-methods approach to identifying,
hypothesizing, and operationalizing cultural artefacts in responsible ways
for the beneﬁt of local educational communities.
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APPENDICES
Appendix A: Survey Instrument
Survey
Completion of this survey is voluntary and anonymous. Completion or
non-completion of this survey has no effect on your course grade.
This survey is important for instructional improvement by adding to the
ﬁeld of education research.
The purpose of this survey is to gather information on contemporary
perceptions about chivalry both aesthetically/artistically and historically for
research purposes.
The data from this survey may be used for research project(s), and the
researcher reserves the right to publish any and all ﬁndings from this survey.
1. What is your gender?
2. Please circle what grade(s) are you most interested in teaching.
Preschool
Kindergarten
Grade 1
Grade 2
Grade 3
Grade 4
Grade 5
Grade 6
Grade 7
Grade 8
Other:________________________
3. Please deﬁne chivalry.
4. When thinking about chivalry, what if any artistic representations of
chivalry do you think of?
5. List three characteristics of chivalry.
6. Please explain the basis upon which you conceptualize chivalry and
what chivalry represents to you (In other words and for example,
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when you think of chivalry are there popular cultural things that you
base your understanding of chivalry on and/or are there things about
chivalry that you learned in academic coursework?).
7. Who do you believe can be chivalrous? (Please circle)
(a) Both women and men
(b) Only men
(c) Only women
8. On a scale of 1–7 (with 1 being very unfavorable to 7 being very
favorable), please circle the number that best suggests what your
overall opinion of chivalry is as a social concept.
1

2

3

4

5

6

7

Appendix B: Chapter Four—Overall Statistics and ANCOVA
Tables and Figures
Table 4.1
statistics

Descriptive

N

Valid

36

Missing

0

Mean
Median
Mode
Std. deviation
Variance
Range
Note: The median was calculated from grouped data
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5.31
5.43
5
1.327
1.761
6
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Table 4.2

Descriptive statistics by gender

Gender
Female

Male

Statistic
Mean
95% conﬁdence interval for mean
5% trimmed mean
Median
Variance
Std. deviation
Minimum
Maximum
Range
Interquartile range
Skewness
Kurtosis
Mean
95% conﬁdence interval for mean

Lower bound
Upper bound

Lower bound
Upper bound

5% trimmed mean
Median
Variance
Std. deviation
Minimum
Maximum
Range
Interquartile range
Skewness
Kurtosis

Table 4.3

5.46
5.01
5.92
5.54
6.00
1.369
1.170
2
7
5
1
.879
1.361
4.75
3.28
6.22
4.83
5.00
3.071
1.753
1
7
6
2
1.407
3.319

Std. error
.221

.441
.858
.620

.752
1.481

Descriptive statistics for who informants believed can be chivalrous

Both women and men
Only men
Total

Frequency

Percent

Valid percent

Cumulative percent

34
2
36

94.4
5.6
100

64.4
5.6
100

94.4
100

Note: The option only women was available, but no informants selected this option
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Table 4.4 Chi-square
goodness-of-ﬁt test
observed and expected
values

Observed N Expected N Residual
Both women and men
Only men
Total

34
2
36

18
18

16
16

Note: The option only women was available, but no informants selected
this option

Table 4.5 Chi-square
goodness-of-ﬁt test
statistic

Table 4.6

Chi-square
df
Asymp. sig.

Who do you believe can be chivalrous?
28.444
1
<.001

Chi-square test of association
Gender

Who do you believe
can be chivalrous?

Total

Female

Male

Total

Count

1

1

2

Expected count
% within gender
Std. residual
Count
Expected count
% within gender
Std. residual
Count
Expected count
% within gender

11.6
3.6%
.4
27
26.4
96.4%
.1
28
28

.4
12.5%
.8
7
7.6
87.5%
.2
8
8

2
5.6%
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36
36
100%
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2.00
1.00
.00
–1.00
–2.00
–3.00
–4.00

general visual/performing art

Knights/’ in shining armor’

Knights/Romance/gendered holding door open

None/No Response/Random Polite

Negative/Bad

Artistic Representation

Fig. 4.1 A random display of points around 0 provided further evidence that the
assumption of independence was met
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2.00

1.00

0.00

–1.00

–2.00

–3.00

10
o

–4.00
Residual for OverallOpinion

Fig. 4.2
shape

The boxplot of the residuals suggested a relatively normal distributional
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Histogram
10

Mean = 1.53E-16
Std. Dev. = 1.029
N = 36

Frequency

8

6

4

2

0
–3.00

–2.00

–1.00

0.00

Residual for OverallOpinion

Fig. 4.3

The histogram of the residuals

1.00

2.00
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Normal Q-Q Plot of Residual for OverallOpinion
2

Expected Normal

1
0
–1
–2

–3
–4
–4

Overall Opinion of Chivalry as a Social Concept

Fig. 4.4

–3

–1
0
–2
Observed Value

1

2

The Q-Q plot suggests that normality was reasonable

6

4

2

0
Female

Male
Gender

Fig. 4.5 The scatterplot dependent variable (overall opinion) with the covariate
(gender) does not have positive or negative linearity
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6

4

2

0
general visual/performing art

Knights/ ’in shining armor’

Knights/Romance/gendered holding door open

None/No Response/Random Polite

Negative/Bad

Artistic Representation

Fig. 4.6 The scatterplot of the dependent variable (overall opinion) with the
independent variable (artistic representation)
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Unstandardized Residual

2.00000
1.00000
.00000
–1.00000
–2.00000
–3.00000
–4.00000
–5.00000
general visual/performing art

Knights/’in shining armor’

Knights/Romance/gendered holding door open

None/No Response/Random Polite

Negative/Bad

Artistic Representation

Fig. 4.7 When artistic representation is evaluated against the unstandardized
residual of the dependent variable (overall opinion)
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2.00000

Unstandardized Residual

1.00000

.00000

–1.00000

–2.00000

–3.00000

–4.00000

8

–5.00000
Female

Male
Gender

Fig. 4.8 When gender is placed against the unstandardized residual of the dependent variable (overall opinion)
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2.00000

179

28

Unstandardized Residual

1.00000

.00000

–1.00000

–2.00000

–3.00000

10

87

–4.00000

–5.00000
Negative/Bad
no response

Politeness/Kindness
Honor/Traditional
Helpful/Unselfish

Characteristics of Chivalry

Fig. 4.9 When characteristics of chivalry are evaluated against the unstandardized
residual of the dependent variable (overall opinion)
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2.00000

62

7

1.00000
.00000
–1.00000
–2.00000

77

–3.00000
–4.00000

87
8

–5.00000
Anti-Chivalry no response gendered ‘Chivalry is holding door movies or observed
or Irrelevant
politeness not dead’ or open or basic other pop socially from
others
media
Concept
courtesy
‘knight in
Today
shining armor’ (nongendered)

Basis of Perception

Fig. 4.10 When the basis of perception is evaluated against the unstandardized
residual of the dependent variable (overall opinion)
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2.00000

Unstandardized Residual

1.00000

.00000

–1.00000

–2.00000

–3.00000

87

–4.00000

8

–5.00000
Only Men

Both Women and Men

Who you Believe Can Be Chivalrous

Group by Semester: Fall 2013

6

4

2

0
K-2

3-4

5-6

7-12

Highest Grade Level Interested in Teaching

Overall Opinion of Chivalry as a Social Concept

Overall Opinion of Chivalry as a Social Concept

Fig. 4.11 When belief about who can be chivalrous is evaluated against the
unstandardized residual of the dependent variable (overall opinion of chivalry as a
social concept)

Group by Semester: Spring 2014

6

4

2

0
K-2

3-4

5-6

7-12

Highest Grade Level Interested in Teaching

Fig. 4.12 When comparing fall semester 2013 with spring semester 2014
informants
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a

Basis of
perception

Characteristics
of chivalry

Artistic
representation

Highest grade
level interested
in teaching

Gender

Sig.
(2-tailed)
Pearson
correlation
Sig.
(2-tailed)
Pearson
correlation
Sig.
(2-tailed)
Pearson
correlation
Sig.
(2-tailed)

b

b

b

N
36
b
Pearson
correlation
Sig.
(2-tailed)
b
Pearson
correlation

.056
.746
.250
.141
.033
.850

.696
.009
.956
.187
.274

.630

.083

.297

.179

1

.746

.056

.696

.725
1

36
.067

36
.061

.067

.725

.061

36
1

.349

.161

1

.297

.179

1

.349

.161

.630

.083

.850

.033

.250

.141

.274

36
.187

.096

.282

.804

.043

.070

.305

.873

.028

.345

36
.162

Basis of
Who you
perception believe
can be
chivalrous

.956

36
.009

Group Gender Highest grade Artistic
Characteristics
by
level interested representation of chivalry
semester
in teaching

Point-Biserial correlations

.042

.341*

.019

.390*

.398

.145

.681

.071

.183

36
.227

Overall
opinion of
chivalry as a
social concept

4

Group by
semester

Correlations

Table 4.7
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b

b

.873
.071

.681

.227

.183

.028

.345

.162

Group by semester ¼ fall 2013
Cannot be computed because at least one of the variables is constant
* Correlation is signiﬁcant at the 0.05 level (2-tailed)

b

a

Pearson
correlation

Sig.
(2-tailed)
Overall opinion Pearson
of chivalry as a correlation
social concept
Sig.
(2-tailed)

Who you
believe can be
chivalrous

.398

.145

.070

.305

.019

.390*

.804

.043

.042

.341*

.096

.282

.743

.057

1

1

.743

.057

APPENDICES
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Table 4.8

Tests of between-subjects effects

Dependent variable: overall opinion of chivalry as a social concept
Source

Type I sum df
of squares

Mean
square

F

Sig.

Corrected
25.318b 8
3.165
2.353 .046
model
Intercept
1013.361
1 1013.361 753.307 .000
ArtisticRep
23.849
4
5.962
4.432 .007
Gender
.748
1
.748
.556 .462
ArtisticRep.b
.721
3
.240
.179 .910
Gender
Error
36.321 27
1.345
Total
1075.000 36
Corrected
61.639 35
total
Computed using alpha ¼ .05
R squared ¼ .411 (adjusted R squared ¼ .236)

a

b

Partial
Eta
squared

Noncent
Observed
parameter powera

.411

18.821

.779

.965
.396
.020
.019

753.307
17.729
.556
.536

1.000
.888
.111
.079
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Pairwise comparisons

Dependent variable: overall opinion of chivalry as a social concept
(I) Artistic
representation

(J) Artistic representation

Mean
difference
(IJ)

Std.
error

Sig.a

95% conﬁdence
interval for
differencea
Lower
bound

Negative/bad

None/no response/
random polite
Knights/romance/gendered holding door open
Knights/‘in shining armor’
General visual/performing
art
None/no
Negative/bad
response/
Knights/romance/genrandom polite dered holding door open
Knights/‘in shining armor’
General visual/performing
art
Knights/
Negative/bad
romance/gen- None/no response/random
dered holding polite
door open
Knights/‘in shining armor’
General visual/performing
art
Knights/‘in
Negative/bad
shining armor’ None/no response/random
polite
Knights/romance/gendered holding door open
General visual/performing
art
General visual/ Negative/bad
performing art None/no response/random
polite
Knights/romance/gendered holding door open
Knights/‘in shining armor’

Upper
bound

3.937* 1.223

.031 7.642

4.962* 1.296

.006 8.889 1.035

4.495* 1.221
3.680 1.269

.009 8.194
.069 7.524

.796
.164

3.937* 1.223 .031
.231
1.026
.618 1.000 2.898

7.642
.847

.558
.256

.519 1.000 2.131
.525 1.000 1.333

4.962* 1.296 .006
1.026
.618 1.000

.231

1.014
1.846

1.035
.847

8.889
2.898

.702 1.000 1.660
.718 .845 .895

2.594
3.459

4.495* 1.221 .009
.796
.558
.519 1.000 1.014

8.194
2.131

.467

.702 1.000 2.594

1.660

.815

.632 1.000 1.099

2.728

3.680
.256

1.269 .069 .164
.525 1.000 1.846

7.524
1.333

.845 3.459

.895

.632 1.000 2.728

1.099

.467
1.282

1.282
.815

.718

Based on estimated marginal means
a
Adjustment for multiple comparisons: Bonferroni
* The mean difference is signiﬁcant at the .05 level
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Appendix C: Simple Linear Regression Analysis
Table 4.10

Skewness of overall opinion of chivalry

Std.

Overall
Opinion . . .

N

Min.

Max.

Mean

Stat.

Stat.

Stat.

Stat.

Std.
error

36

1

7

5.31

.221

Deviation

Variance

Skewness

Stat.

Stat.

Stat.

Std.
error

Stat.

Std.
error

1.224

.393

2.517

.768

1.327

1.761

Kurtosis
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Skewness and Kurtosis of grade level most interested in teaching

Grade level most interested in teaching
Elementary only
(PK-6)

Mean
95% conﬁdence interval
for mean

5% trimmed mean
Median
Variance
Std. deviation
Skewness
Kurtosis
Elementary and middle Mean
school
95% conﬁdence interval
for mean

Middle school and
high school

Statistic
Lower
bound
Upper
bound

.23008556

.5201115
.0162519
.2790698
1.006
1.00291971
.385
.524
.729
1.014
.0310078
.74535599

Lower
bound
Upper
bound

5% trimmed mean
Median
Variance
Std. deviation
Skewness
Kurtosis
Mean
95% conﬁdence interval
for mean

.0367197
.4466721

Std. error

1.6877862
1.7498018
.1791559
.6976744
.5000
2.23606798
1.485
.717
.786
1.400
.1279070
.28867513

Lower
bound
Upper
bound

5% trimmed mean
Median
Variance
Std. deviation
Skewness
Kurtosis
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1.0466001
.1279070
.1279070
.333
.57735027
.000
1.014
6.000
2.619
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Histogram
12

10
Mean = 5.31
Std. Dev. = 1.327
N = 36

Frequency

8

6

4

2

0
0

2

4

6

8

Overall Opinion of Chivalry as a Social Concept

Fig. 4.13 Histogram (with normal curve overlay) of grouped dependent variable,
overall opinion of chivalry as a social concept
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Normal

Histogram
for Gender = Female
10

Mean = 5.46
Std. Dev. = 1.17
N = 28

Frequency

8

6

4

2

0

2

3

4

5

6

7

Overall Opinion of Chivalry as a Social Concept

Fig. 4.14 Histogram (with normal curve overlay) of subgroup independent variable (gender: female) in their response to the survey question to identify their overall
opinion of chivalry as a social concept
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Normal

Histogram
for Gender= Male
4

Mean = 4.75
Std. Dev. = 1.753
N=8

Frequency

3

2

1

0
1

2

3

4

5

6

7

Overall Opinion of Chivalry as a Social Concept

Fig. 4.15 Histogram (with normal curve overlay) of subgroup independent variable (gender: male) in their response to the survey question to identify their overall
opinion of chivalry as a social concept

Overall Opinion of Chivalry as a Social Concept
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7

6

5

4

3

2

21

4

1
Female

Male

Gender

Fig. 4.16 Boxplot of independent variable, gender, and dependent variable, overall opinion of chivalry as a social concept. The 7-point Likert scale was based on
1 being very unfavorable to 7 being very favorable
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Normal Q-Q Plot of Overall Opinion of
Chivalry as a Social Concept
for Chivalrous Who= Both Women and Men

2
Expected Normal

1
0
–1
–2
–3
–4
0

2

4
Observed Value

6

8

Normal Q-Q Plot of Overall Opinion of
Chivalry as a Social Concept
for Gender= Female

2

Expected Normal

1
0
–1
–2
–3
–4
2

4
6
Observed Value

8

Normal Q-Q Plot of Overall Opinion of
Chivalry as a Social Concept
for Gender= Male

Expected Normal

2
1
0
–1
–2
–3
0

2

4
Observed Value

6

8

Fig. 4.17 Normal Q-Q plots for the grouped independent variable, gender, and
the subgroups of the independent variable, male and female
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Overall Opinion of Chivalry as a Social Concept

7

6

5

4

3

2

1

21

4

Elementary Only Elementary and
(PK-6)
Middle School

Middle School
Only (7-8)

Middle School
All Grade Level
and High School
Categories

Grade level most interested in teaching

Fig. 4.18 Boxplot of informants’ overall opinion of chivalry as a social concept
(dependent variable) and what grade level most interest in teaching (independent
variable)
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Unstandardized Residual

2.00000
1.00000
.00000
–1.00000
–2.00000
–3.00000
–4.00000
–5.00000
1.0

1.5

2.0

2.5

3.0

3.5

4.0

Grade level most interested in teaching

Fig. 4.19 Scatterplot of unstandardized residuals against values of the independent variable (grade level most interested in teaching)
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Unstandardized Residual

2.00000

0.00000

–2.00000

21

–4.00000

4

Elementary Only Elementary and Middle School Middle School and All Grade Level
(PK-6)
Middle School
High School
Categories
Only (7-8)

Grade level most interested in teaching

Fig. 4.20 Boxplot of unstandardized residuals with the independent variable
(grade level most interested in teaching)
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Histogram

Histogram
for GradeInterest= Elementary Only (PK-6)
8

for GradeInterest= Elementary and Middle School
4

Mean = 0.04
Std. Dev. = 1.003
N = 19

3
Frequency

6
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Mean = 0.00
Std. Dev. = 2.236
N=9
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2
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Normal Q-Q Plot of Unstandardized Residual

Normal Q-Q Plot of Unstandardized Residual

for GradeInterest= Elementary and Middle School

for GradeInterest= Elementary Only (PK-6)
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Expected Normal

Expected Normal
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Fig. 4.21 Histograms and Q-Q plots of the unstandardized residuals for contrast
between the factors of elementary only (K-6) and elementary and middle school
within the independent variable, grade level most interested in teaching
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2.00000

Studentized Residual

1.00000

.00000

–1.00000

–2.00000
21
–3.00000

4

–4.00000

Fig. 4.22 Studentized residual boxplot of the dependent variable, overall opinion
of chivalry as a social concept
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Fig. 4.23 Scatterplot of the studentized residuals against values of the independent variable
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4

Dependent Variable: Overall Opinion of Chivalry as a Social Concept

Mean = 3.71E-16
Std. Dev. = 0.986
N = 36

12

Frequency

10

8

6

4

2

0
–4

–3
–2
–1
0
1
Regression Standardized Residual

2

Fig. 4.24 Regression standardized residual indicates a non-normal double peak,
but it still aligns roughly with the normal curve overlay

REFERENCES
Abels, R. (2013, July 30). Chivalry is a medieval ethos that has evolved over time.
The New York Times. Retrieved from http://www.nytimes.com/roomfordebate
/2013/07/30/can-chivalry-be-brought-back-to-life/chivalry-is-a-medieval-ethosthat-has-evolved-over-time
Bernard, K. (2013, July 30). It contributes to chauvinism. The New York Times.
Retrieved from http://www.nytimes.com/roomfordebate/2013/07/30/canchivalry-be-brought-back-to-life/it-contributes-to-chauvinism
Cohen, J. (1988). Statistical power analysis for the behavioral sciences (2nd ed.).
Hillsdale: Lawrence Erlbaum Associates.
Cohen, J. (1992). A power primer. Psychological Bulletin, 112(1), 155–159.
Coladarci, T., Cobb, C. D., Minium, E. W., & Clarke, R. B. (2011). Fundamentals
of statistical reasoning in education (3rd ed.). Hoboken: Wiley.
Collazo, A. (2013, July 30). Let chivalry die, survived by courtesy. The New York
Times. Retrieved from http://www.nytimes.com/roomfordebate/2013/07/
30/can-chivalry-be-brought-back-to-life/let-chivalry-die-survived-by-courtesy

REFERENCES

199

Coyne, S. M., & Whitehead, E. (2008). Indirect aggression in animated Disney
ﬁlms. Journal of Communication, 58(2), 382–395. https://doi.org/10.1111/
j.1460-2466.2008.00390.x
Disney, W. (Producer), Hand, D., Cottrell, W., Jackson, W., Morey, L., Pearce, P.,
& Sharpsteen, B. (Directors). (1937). Snow White and the Seven Dwarves
[Motion picture]. Burbank: Walt Disney Productions.
England, D. E., Descartes, L., & Collier-Meek, M. A. (2011). Gender role portrayal
and the Disney princesses. Sex Roles, 64(7), 555–567. https://doi.org/
10.1007/s11199-011-9930-7
Farrell, S. (2013, July 30). Chivalry means service. The New York Times. Retrieved
from http://www.nytimes.com/roomfordebate/2013/07/30/can-chivalrybe-brought-back-to-life/chivalry-means-service
Flinders, D. J., Noddings, N., & Thornton, S. J. (1986). The null curriculum: Its
theoretical basis and practical implications. Curriculum Inquiry, 16(1), 33–42.
https://doi.org/10.1080/03626784.1986.11075989
Fowler, F. J., Jr. (2014). Survey research methods (5th ed.). Thousand Oaks: Sage.
Frawley, T. J. (2013). Aesthetic education: Its place in teacher training. Art Education, 66(3), 22–28.
Garrison, J., & Rud, A. G. (2009). Reverence in classroom teaching. Teachers
College Record, 111(11), 2626–2646.
Gee, J. P. (2011). An introduction to discourse analysis: Theory and method (3rd ed.).
New York: Routledge.
Giroux, H. A., & Pollock, G. (2010). The mouse that roared: Disney and the end of
innocence. Lanham: Rowman & Littleﬁeld.
Google. (2013). Chivalry. In Google Ngram Viewer. Mountain View: Google Inc.
Retrieved from https://books.google.com/ngrams/
Iacobucci, D., & Duhachek, A. (2003). Advancing alpha: Measuring reliability with
conﬁdence. Journal of Consumer Psychology, 13(4), 478–487. https://doi.org/
10.1207/s15327663jcp1304_14
Johnson, R. B., & Onwuegbuzie, A. (2004). Mixed methods research: A research
paradigm whose time has come. Educational Researcher, 33(10), 14–26.
https://doi.org/10.3102/0013189X033007014
Lather, P. (1993). Fertile obsession: Validity after poststructuralism. The Sociological
Quarterly, 34(4), 673–693. https://doi.org/10.1111/j.1533-8525.1993.tb
00112.x
Lather, P. (2001). Issues of validity in openly ideological research: Between a rock
and a soft place. In C. F. Conrad, J. G. Haworth, & L. R. Lattuca (Eds.),
Qualitative research in higher education: Expanding perspectives (2nd ed.,
pp. 349–365). Boston: Pearson Custom Pub. (Original work published 1986).
Lehr, S. (Ed.). (2001). Beauty, brains, and brawn: The construction of gender in
children’s literature. Portsmouth: Heinemann.
Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry. Newbury Park: Sage.

www.ebook3000.com

200

4

EMPIRICAL CASE STUDY OF PRESERVICE K-8 TEACHERS’. . .

Lomax, R. G., & Hahs-Vaughn, D. L. (2012). An introduction to statistical concepts
(3rd ed.). New York: Routledge.
Milner, H. R., & Tenore, F. B. (2010). Classroom management in
diverse classrooms. Urban Education, 45(5), 560–603. https://doi.org/
10.1177/0042085910377290
Padilla-Walker, L. M., Coyne, S. M., Fraser, A. M., & Stockdale, L. A. (2013). Is
Disney the nicest place on earth? A content analysis of prosocial behavior in
animated Disney ﬁlms. Journal of Communication, 63(2), 393–412. https://
doi.org/10.1111/jcom.12022
Perry, K. (2013). Dark horse [Recorded by Katy Perry and Juicy J]. On Prism [CD].
Los Angeles: Capitol Records.
Rothbauer, P. (2008). Triangulation. In L. Given (Ed.), The SAGE encyclopedia
of qualitative research methods (pp. 893–895). Thousand Oaks: Sage. https://
doi.org/10.4135/9781412963909.n468
Rud, A. G., & Garrison, J. (2010). Reverence and listening in teaching and leading.
Teachers College Record, 112(11), 2777–2792.
Shockley, K. G., Bond, H., & Rollins, J. (2008). Singing in my own voice: Teachers’
journey toward self-knowledge. Journal of Transformative Education, 6,
182–200. https://doi.org/10.1177/1541344608324017
Smith, E. E. (2013, July 30). Chivalry is a virtue we should all aspire to. The New York
Times. Retrieved from http://www.nytimes.com/roomfordebate/2013/07/30/
can-chivalry-be-brought-back-to-life/chivalry-is-a-virtue-we-should-all-aspire-to
Suskind, R. (2014, March 7). Reaching my autistic son through Disney. The
New York Times. Retrieved http://www.nytimes.com/2014/03/09/magazine/
reaching-my-autistic-son-through-disney.html?_r¼0
Thapa, A., Cohen, J., Guffey, S., & Higgins-D’Alessandro, A. (2013). A review of
school climate research. Review of Educational Research, 83(3), 357–385. https://
doi.org/10.3102/0034654313483907
US Department of Education. (2010). Teacher attrition and mobility: Results from
the 2008–09 teacher follow-up survey (NCES 2010-353). Washington, DC:
National Center for Education Statistics. Retrieved from http://nces.ed.gov/
pubs2010/2010353.pdf
Woodruff, P. (2001). Reverence: Renewing a forgotten virtue. New York: Oxford
University Press.
Zeydel, E. H. (Trans.). (1966). Vegabond verse: Secular Latin poems of the Middle
Ages. Detroit: Wayne State University Press.

INDEX

A
Abels, R., 128, 135, 146
Abrams, D., 127
acculturating children, 25, 134
adaptation, 66, 101, 103, 133, 136, 139
adults, young, 58, 59, 63
aesthetics, 2–4, 9, 11, 13, 14, 23, 26,
69, 92, 139, 156
awareness, 6, 13
education, 3, 14, 16, 29
form, 19, 22
portrayals, 24
process, 14, 27
theory, 3, 16, 17, 24, 28, 69, 145
Agada, J., 74, 82
agents of change, 1, 75
ages, modern, 26, 134, 147
ahistorical, 15, 140
allegory, 37, 98
America, 101
American popular culture, 65, 127, 135
anachronistic, 7, 15, 129
ancient, 7, 9, 10, 15, 16, 19, 21, 24, 28,
66, 68, 73, 85, 92, 145, 156
Greeks, 42, 85, 131

value, 3, 5, 18, 28, 145, 152, 164,
165
ANCOVA, 148, 153–6, 167
androgynous, 26, 67, 132, 135
more-or-less, 68, 167
androgyny, 26, 135
antiquity, 40, 46, 85
late, 71, 86, 108
Apple, M. W., 82
apprentices, 13, 79
knight’s, 52, 57
apprenticeship, 13, 44, 51, 55, 79, 96,
109
model, 13, 42, 55, 58
approaches, hermeneutical, 12
aquitaine, 48, 57, 71, 79, 80, 83, 93,
109, 131
archaeologists, 86, 110
archaeology, 27, 128
archeo, 7, 12, 16, 21, 68
archeology, 16
archeophisomorph, 2, 7, 9, 15, 16,
19–23, 28, 68
conceptual term, 7
curricular, 7, 28

© The Author(s) 2018
A.I. Attwood, Social Aesthetics and the School Environment,
The Cultural and Social Foundations of Education,
DOI 10.1007/978-3-319-60345-2

www.ebook3000.com

201

202

INDEX

archeophisomorphic (ArchPM), 2, 4, 7,
9, 11, 12, 24, 27, 29, 69
deﬁnition, 29
effect, 29
archeophisomorphic (ArchPM) theory,
3, 12, 13, 16, 17, 24, 29, 69
posit, 2, 28
product of, 13, 29
archeophisomorphology, 7, 19, 68
archetypes, 20, 39, 53–6, 67, 132, 138
of chivalry, 47–8
ArchPM. See archeophisomorphic
(ArchPM)
Archpoeta, 59, 83
Arnold, M., 96
Arnow, T., 69, 77
Aronstein, S., 2, 7, 139
art histories, 5
Art Education, 20
artful, 105
Arthur, King, 72, 128
Arthurian legend, 65, 72, 84
artifacts, 9, 63–6, 69, 71, 138
social, 2, 9, 63, 132
artist, 14, 26
artistic representation, 3, 6, 8, 12, 14,
15, 20, 23, 28, 148–50, 168, 176,
177
arts, 2, 4–6, 9, 13–16, 20, 21, 24, 27,
129, 188
ﬁne, 14, 15, 105, 106
general visual/performing, 150, 154,
155
informed theories, 11, 12
integration, 12, 14, 27
making, 9
performing, 20–21
processes, 105
vernacular, 15
visual, 6, 19, 20
Asbridge, T., 57, 78, 90
Ashton, G., 131, 139
Atwill, J. M., 92

authority, 48, 58, 78, 101, 111
autism, 20, 136
B
Baker, B. M., 61, 75
balances, 43, 53, 58, 76, 93
Barber, M., 43, 57, 91
Barber, R., 52, 58, 60, 61
Barker, J., 52, 58, 60, 61
basis, 5, 6, 8, 10, 16, 17, 69, 137, 140,
145, 146, 150, 151, 153, 165, 180
Beauchamp, C., 102, 105–8
Becker, J. C., 21, 86, 110, 133
Becket, R., 67
Beecher, C., 45
behaviors, individual, 114, 115
belief, 38, 104, 105, 115, 147, 148,
151, 156, 165, 181
Benioff, D., 67
Bennett, J, 43, 57, 71, 76, 102
Bennett, M., 52, 55
Berk, G., 21, 74–6
Bernard, K., 128, 131, 135, 138, 146
Bettis, P., 61, 62
Bloom, P., 81
Blumenfeld-Jones, D., 9, 12, 16, 23
boundaries, 64
cultural, 68, 130
perceived, 64
bravery, 67, 84, 96, 110
Brigstock, 43
Bruni, L., 48, 50, 92, 99, 110, 111
Buck, C., 135
Burbules N. C., 17
Burnett, C., 85
Burns, k., 107
C
cardinal virtue, 9, 10, 50, 129, 130, 146
Carr, D., 7, 15
Carrier, D., 21, 27, 139

INDEX

Castiglione, B., 48, 76, 94, 99, 110
Catholic Church, 42, 79
celebrations, 2, 63, 66
centuries, twenty-ﬁrst, 20, 58–62, 64,
71, 72, 74, 75, 84, 96, 127, 130,
136, 139, 146
ceremony, 55, 129
Chan, K.-W., 102, 104
characters, princess, 26, 134, 135
Charmaz, K., 1
Cheng, M. M. H., 102, 104–8
Chibnall, M., 71, 78–80
children, 14, 37, 46, 47, 51, 52, 58, 76,
78, 136, 139, 140
children’s books, 72, 97
children’s literature, 38, 68, 72–5, 84,
96, 132, 145, 161
children’s literature authors, 25
chivalric, 26, 52, 63, 64, 66, 83, 98,
135, 138
code, 37, 38, 40, 47, 52, 54, 55, 88,
93, 94, 109, 115
culture, 39, 53, 74, 84, 88, 90, 92,
94, 100, 109–11
ethos, 2, 7–11, 25–8, 46, 51, 66, 71,
76, 82, 95–7, 101, 102, 134,
136, 146, 147
etiquette, 57, 72
ideals, 37–115
reform, 79, 83–6
service, 26, 135
theory, 48
chivalric artifacts, 63, 64, 66, 71, 138
traditional, 66–68
chivalrous, 140, 148, 156, 157, 165,
167, 169, 170, 181
chivalry, 37, 47, 64, 78, 84, 93, 108,
112, 127, 134, 145, 155, 164,
188–90
androgynous, 67, 76, 112
artifacts of, 66, 71

203

book of, 131
characteristics of, 150, 153, 168,
179
deﬁnition of, 146, 148
handbooks on, 40
historical mythology of, 42, 131
ideals of, 53, 81
and knighthood, 47, 48, 72, 74,
95–7, 102
language of, 25, 134
medieval, 45, 48, 51, 60, 80
order of, 49, 56, 131
persistence of, 128
philosophy of, 10, 53
portrayal of, 127, 128, 140, 150
potential evolution of, 76, 112
practice of, 78, 131
representation of, 68
roots of, 42, 46, 95
stereotype of, 26, 135
theoretician of, 54, 131
twenty-ﬁrst century re-imagining of,
37, 93
understanding of, 2, 133, 150, 169
use, 135, 138, 146
version of, 26, 134, 146
Christianity, 41, 42
chroniclers, 46, 60
church, 42, 94
Cinderella, 27, 127, 140
movies, 25, 134
civic knighthood, 98, 99, 110–12
civility, 56, 138
class, social, 46
classroom, 2, 4, 6, 9, 14, 20, 69, 96–8,
114
environment, 82, 105
management, 114
life, 17, 74, 145
clergy, 54, 59, 82
clerics, 43, 46, 47, 62, 82, 86

www.ebook3000.com

204

INDEX

clothes, 22, 65
code of chivalry, 38, 46, 47, 50, 51, 54,
60, 66, 79, 83, 84, 87, 89, 97, 98,
131
code, professional, 38, 114
Cogman, B., 67
Cohen, J., 152, 155, 164, 165
Coladarci, T., 153
Collazo, A., 128, 131, 133, 135, 137,
146
Coldron, J., 102, 107, 108
Collier-Meek, M. A., 127, 132, 136,
145
commentators, popular, 136
community, 2, 26, 37, 49, 55, 59, 72,
74, 87, 90, 98, 99, 101, 107, 135
local, 40, 100
components
cultural, 6, 27, 145
integral, 5, 14, 102
concepts, 2, 5, 10, 11, 17–19, 45, 63,
69, 75, 84, 86–93, 99, 114, 150
cultural, 75, 146
conduct, 1, 13, 38, 47, 50, 52, 58, 73,
79, 94, 97, 110, 114, 148, 160
dishonorable, 53, 90
Connor, H. P., 79, 109
consciousness, 2
aesthetic, 129
consensus, 41, 53, 103
ostensible, 103, 108
context, 2, 3, 10, 12, 16, 17, 23–6, 39,
51, 82, 97
contemporary, 40, 75, 99
cultural, 7, 101
philosophical, 37, 93
present, 27, 100
school, 37, 38, 93, 96, 140
contextualizes, 37, 113
control, 80, 101, 104, 114, 155

convention, 24, 85, 154, 165
social, 41, 113
Cotts, J. D., 42, 54, 66, 90
courage, 39, 56, 67, 84, 110, 129
courteous, 101, 133, 140
courtesy, 39, 97, 127, 138
generic, 136, 137, 140
courtier, 94, 110
Coyne, S. M., 24, 25, 128, 133, 145, 147
Creative Anachronism, the Society for,
22, 27, 130, 139
creativity, 4, 11–14, 16–18, 27, 136
Crouch, D., 40, 44
Crusades, 54, 56, 57, 78, 87–9, 94, 111
cultural beings, 10, 73
cultural heritages, 65, 74
cultural icons, popular, 41, 44
cultural syncretism, 22, 27, 139
cultural understandings, 2, 11, 47
cultural vectors, 73
cultures, 6, 10, 20, 50, 65, 73, 82, 92,
128, 138, 139
contemporary, 27, 128, 139
egalitarian, 135, 146
local, 9, 27, 138
present, 10, 15, 135, 146
social, 15, 130
Cumming, I. P., 73, 138
curriculum, 2, 4–6, 12, 24, 29, 69, 106,
145, 156
formal, 16, 18, 20, 22, 28
hidden inner, 103, 108
responsive, 2, 5, 69
curriculum design, 4, 7
responsive, 2, 6, 24
curriculum theory, 24
aesthetic, 2, 5, 7, 18, 19, 23, 165
Cushman, K., 71
customs, 10, 11, 62, 86
cyclicality, 10, 16

INDEX

D
D’Alleva, A., 4, 11
danger, 26, 88, 135
data, grouped, 149, 158, 169
de Charny, G., 38, 40, 48, 50–2, 54–6,
93, 95, 96, 98–100, 109, 110, 114,
131, 135
defender, 25, 67, 81, 134
defending, 26, 54, 67, 99, 135
defense, 25, 51, 72, 87, 90, 110
Deffenbaugh, C., 107
Deford, F., 127, 131, 137, 138
del Toro, G., 67
Del Vecho, P., 26, 133, 135, 140
democratic society, 22, 138
modern, 7, 128, 132, 133, 136,
139
Demurger, A., 44, 57, 94
Denzin, N. K., 17, 28, 113
de Pizan, C., 44, 48, 50, 67, 71, 72, 76–
9, 81, 84–6, 109, 110, 131
Descartes, L., 127, 132, 136, 145
design, 6, 69, 160, 161
Dewey, J., 16, 17, 21, 63, 102
Dietler, M., 20–2, 27, 128
differences, 39, 44, 65, 66, 77, 148,
153–6, 185
dignity, 42, 45–7, 96
DiNy Caution, 21, 22, 24
discourse, 17, 99–102, 127, 135, 138,
146
popular, 128, 132, 133, 138
disintegration, 42, 46, 47, 50
Disney, 26
movie, 24–6, 127–30, 132–6, 145,
147, 150, 156
Disney, W., 9, 20, 25–7, 127, 128, 130,
132, 134, 138, 145, 146, 157
Disneyesque chivalry, 127, 128, 130
Disneyesque portrayal of chivalry, 26,
134
Disneyﬁed, 127, 130

205

Disneyﬁed chivalry, 131, 132
new, 135, 140
Disney-fostered concept, 26, 134, 146
Disneyland, 20, 130, 136, 139
Disney movies inﬂuence, 130, 136
Disney’s market, 25, 134
Disney’s portrayal of knighthood, 25,
134
Disney World, 26, 130, 139
distance, ontological, 68, 130
diversity, 2, 42, 88
dogmas, 42, 58
Dove, M., 50
Drell, J. H., 22
dubbing ceremony, 50, 52, 55, 56, 82,
83, 86, 89, 91, 102, 109
Duby, G., 43, 46, 51, 52, 54, 83, 109
Duhachek, A., 165
Dunker, C. I. L., 22
duties, 25, 49, 51, 66, 81, 129
dynamics, 20
gendered, 43, 76
social, 41, 52
E
early childhood education (ECE), 2,
151
early Middle Ages, 39, 41, 44, 46, 52,
82, 91, 109, 110
Early Renaissance, 48
ECE. See early childhood education
Eco, U., 92
education, 2, 11, 13, 18, 28, 45–7, 79,
80, 102, 188
aesthetics of
educational, 3
philosophies, 10, 45
process, 55
effect, archeophisomorphic, 3, 4, 6, 13,
15, 16, 19
egalitarian, 22, 133, 138

www.ebook3000.com

206

INDEX

egalitarianism, 81, 86, 111, 138
eighth century, late, 41, 108
Eleanor, Queen, 83, 84
elements, cultural, 15, 22
eleventh century, 58
Elton, G. R., 87, 94
entertainer, 25, 67, 134
entertainment, 12, 44, 46, 63
environment, 17, 23, 26, 75, 104, 105
social, 20, 37, 137
equality, 2, 85, 111
ethics, 46, 97, 99, 129, 130
ethnicities, 65
ethos, 47, 48, 76, 112
new chivalric, 71, 76, 112
reimagined, 135, 146
re-imagined chivalric, 97
etiquette, 49, 55, 72
Etruscans, 86, 110
Europe, 40, 41, 47, 48, 50–2, 55, 58,
75, 82, 86, 87, 99, 109, 111, 188
central, 53, 108
European Middle Ages, 71, 74
European societies, 37, 46, 75, 95
evidence, 62, 81, 86, 150, 151, 154,
162–4, 172
evolution, 6, 15, 62, 78, 82
social, 60, 76, 112
expectation, 24, 75, 95, 103, 104
knights/romance/gendered, 150,
153, 155
experience, aesthetic, 2
expression
cultural, 128, 129
updated, 8, 9
F
Fainstein, S. S., 27, 28
fairy tales, 25, 76
faith, 39, 53

Fallon, L. M., 81
Fallows, N., 48, 51, 53, 56, 114
families, 41, 52, 58, 62, 108
fantasies, 26, 66, 77, 136, 139
Farrell, S., 128, 135, 146
fear, 41, 47, 79, 95, 98, 105, 109, 112
Fearn, N. E., 133
Feinman, G. M., 20
female informants, 147, 149, 152, 153,
156, 158, 159, 165
femininity, 61, 77
feudal, 39, 43
structure, 39, 40, 46, 54
system, 53, 94
feudalism, 41, 42, 50, 54, 55, 58, 82,
88, 100
ﬁefdoms, 40, 88, 100
ﬁfteenth century
early, 67, 77, 84
late, 39, 42, 94
ﬁlms, 26, 40, 135
Flinders, D. J., 68, 145, 156, 161
formation, 7, 19, 46, 62, 71, 102, 105
Foucault, M., 17, 75
foundations, 2, 6, 11, 15, 28, 38–40,
42, 89, 97, 98, 110, 165
Fowler, F., 160, 161
Franklin, C. A., 133
Fraser, A. M., 133, 145
Frawley, T. J., 5, 16, 19, 156
Freire, P., 100, 101
Frozen, 26, 133–5, 140
fusion, 19–22, 79, 88
G
Gabon, 99, 100
Gadamer, H.-G., 3, 4, 6, 10, 12, 15–19,
23, 28, 66, 68, 69, 113, 128–31
Galvan, D., 21, 74–6, 112
Garrison, J., 9, 10, 13

INDEX

Gee, J. P., 17, 161
Geijsel, F., 104, 105, 107
Gelineau, R. P., 14, 21
gender, 76–8, 112, 147–50, 152–8,
165, 167, 168, 170, 171, 182, 184,
189–92
difference of, 76, 112
gendered concepts, 25, 134
generations, 43, 63, 96, 111, 140, 167
gentleman, 95, 99, 110
gentleman’s ethos, 93, 94
new, 94, 110
Georgoudi, S., 86
Germany, 53, 80, 90
Gest, K. L., 40, 48, 49, 72, 80, 98
Gestalt image, 5, 6
Gestalt isomorph, 5, 6, 20
Gestalt isomorphism, 3, 6, 16, 17, 19,
23, 28
Gestalt psychology, 6
Gies, F., 41–3, 45, 72
Gies, J., 60
Giroux, H. A., 9, 24
Goldsworthy, A. K., 42, 45–7, 66, 73
Gounari, P., 65
grade levels, 157, 159–67, 193, 195,
196
Gravett, C., 57, 58, 60, 72
Gregor, M., 21
groupthink, 114, 115
institutional, 114
Guba, E.G., 148, 161
Gutterman, D. S., 77
H
Hahs-Vaughn, D. L., 163
Hamlin, J. K., 16, 81
Hanel, R., 25, 38, 40, 58, 68, 72, 74,
84, 96, 97, 134
Hankins, J., 47, 93, 98, 99, 110, 111
Haraway, D. J., 75–7, 112

207

Hardt, M., 65
Harper, J., 2, 133, 137, 138
Harrison T., 7, 15
Hart, P., 114
Hatﬁeld, C., 107
Hawkes, C., 16
heraldry, 46, 47, 55, 88, 109, 139
hermeneutics, 2, 6, 12, 18, 128–31
Heshusius, L., 64
hierarchy, 39, 89
High Middle Ages, 39, 41–4, 52, 53,
58, 61, 71, 79, 82, 83, 86, 88, 90,
91, 99, 109
high school, 151, 161, 162
Hirst, K.K., 21
Hirst, M., 66
historians, 39, 41, 46, 86, 90
historical chivalry, 135, 137, 139
historical inﬂuence, 41, 96
historical parallel, 50, 52, 61
histories, 1, 6, 9, 10, 21, 26, 27, 75, 76,
97, 108, 109, 112, 113, 139, 140
history of chivalry, 135, 146, 151
history societies, living, 75
Hodges, K., 50, 80, 97
Hokanson, B., 4, 12
Holy Roman Emperor, 38, 53, 90
Holy Roman Empire, 57, 66, 78
home, 17, 63, 81, 96, 101
Hong, J. Y., 102–8
honor, 25, 26, 39, 40, 46, 48, 50–3, 80,
84, 87, 88, 90, 91, 94, 97, 98, 131,
132
chivalric, 51, 91
horizons, 3, 7, 8, 10, 11, 15, 18, 19, 22,
113
conceptual event, 17, 63, 71
fusion of, 3, 6, 16, 17, 19, 20, 23, 28,
113
historical, 8, 19, 28
Hospitallers, 83, 89
households, 20, 43, 51, 55, 57, 72

www.ebook3000.com

208

INDEX

humility, 39, 49, 56, 57, 72, 97
Hutchison, P., 127
Hutnyk, J., 101
I
Iacobucci, D., 165
Ianziti, G., 92, 93
ideals, 37, 49, 50, 92, 98, 101
identity, 1, 18, 19, 49, 51, 52, 62, 69,
70, 77, 81, 82, 92, 94, 103, 105–8,
128
aesthetic, 16, 18, 166
student, 82, 106
identity formation, 103, 106, 107
images, 5, 6, 12, 13, 23
imagination, 4, 12, 63
implications, 18, 20, 69, 72, 73, 75, 76,
101, 103, 104, 106, 107, 114, 160,
161, 166, 167
individuals, 1, 19, 21, 24, 27, 39, 60,
61, 63, 68, 85, 89, 99–101, 114,
129
informal curriculum, 13, 20, 22, 24, 25,
29, 68, 130, 132–4, 138
informants, 147–53, 156–61, 163–7,
170, 181, 193
male, 149, 153, 158, 159
Ingersoll, R. M., 5
in-service teachers, 5, 13, 14, 104–8
institutions, 21, 51, 58, 114
interpretation, 4, 12, 24, 64, 65, 87, 88,
91, 92, 97, 133, 138, 165
isomorph, 9, 13, 17, 19, 28, 68
J
Jablonski, D., 14
Jacques, D. J., 38, 40, 74, 84, 96, 97
de Molay, Jacque, 44, 57, 94
Jalongo, M. R., 2, 14
Jashni, J., 67

Joan of Arc, 71, 72, 85, 86, 91
Johnson, R. B., 145, 160
Jones, R., 46, 47, 55, 80, 112
Joseph, A., 3
Joseph, D., 102, 106
Joseph, P. B., 5, 10, 13, 23
journey, 1, 52, 55, 83
jousting tournaments, 44, 52, 55, 57,
58, 60–3, 77, 79
jousts, 44, 49, 52, 60, 62, 94
justice, 49, 85, 87, 129
K
K-8 curriculum, 23, 24
K-8 teacher education, 11, 14
K-12 curriculum, 29, 69
K-12 systems, 102, 104
Kaeuper, R. W., 39, 41, 46–8, 50, 54,
55, 79–82, 87, 95, 96, 98, 108,
131
Karlson, R. W., 4, 12
Keen, M., 39, 40, 42, 46–9, 51, 53, 55,
57, 58, 82, 96, 98, 100, 102, 131
Kia-Keating, M., 135
kings, 44, 79, 84, 87, 94, 131
Kitsis, E., 9
Kline, D., 2, 7, 131, 139
knight-errant, 26, 53, 72, 87, 134, 146
knighthood, 37–48, 50–5, 57, 58,
80–102, 108–11, 127, 128
communal, 93, 94, 110
medieval, 10, 42, 54, 72, 86, 91
origins of, 40, 41, 46
knighthoods, new, 92–5, 111
knight in shining armor stereotype, 26,
134, 147, 156
knights, 37, 41, 43, 44, 46–50, 52–8,
60–2, 67–72, 79–84, 87–91,
95–100, 108–10, 128–31
errant, 40, 44, 83, 109
gentleman, 95, 112

INDEX

Hospitaller, 83, 88, 89, 94
individual, 39, 48, 62, 91
master, 46, 53
‘in shining armor, 185
Templar, 43, 44, 57, 90, 91, 94
title of, 54, 93, 95
knowledge, 1, 4, 5, 69, 73, 86, 101,
113, 130
K€
ohler, W., 6, 23
Kruse, P., 6, 17, 23
L
lands, 41, 49, 87, 88, 90
language, 25, 28, 69, 134
Lasseter, J., 26, 135
Lassieur, A., 38, 68, 74, 76, 84, 96, 97,
134
late Middle Ages, 39, 86, 91
Lather, P., 28, 29, 69, 77, 165
Latin, 43, 44, 54, 59, 132
learning, 4, 9, 12–14, 16, 27, 29, 64,
79, 98, 102, 104, 106, 107
process, 4, 12, 14, 55, 107
Lee, J., 135
legacy, 79, 96, 99, 131
Lewis, R., 38, 40, 74, 84
Lewis, T.E., 14
Lincoln, Y. S., 17, 28, 113
lineage, 37, 40, 54
linearity, 154, 162
literacy, aesthetic, 5
literature, 2, 4, 10, 11, 22, 23, 37, 40,
104–6, 145
literature review, 11, 37, 38, 43, 76,
102, 113, 152
Llull, R., 38, 40, 46, 48–53, 55–7, 78,
95, 96, 99, 109, 110, 114, 131
Lomax, R. G., 154, 158, 163, 166
loyalty, 26, 37, 39, 40, 42, 46, 48, 53,
55, 84, 87, 88, 91, 94, 97, 131,
132, 135

209

M
Macaulay, C., 76–7
Macedo, D., 65
MacLaren, M., 67
MacMahon, L., 52
Malcolm, B., 90
males, 46, 51, 57, 59, 61, 62, 72, 78,
80, 101, 149, 150, 158
Marsh, A., 20
Marshal, W., 40, 44, 53
Martin, G. R. R., .67
Marwick, A., 101
Marx, K., 73
material culture, 6, 15, 20, 21
Matilda, 71, 78
matriarchy, 86
McCarthy, L., 66
McCoy, R. C., 46, 48, 51, 54–5, 72, 87,
94
media, 20, 58, 68, 69, 105, 139
popular, 20, 22, 24, 66–8, 135, 136,
145, 146, 151, 167
medieval, 139
medieval code of chivalry, 99, 100,
111, 131
medieval cultures, 4, 7, 128
medieval era, 39, 52, 59
medieval Europe, 54, 86
medieval secular poetry, 26, 134, 146
Mediterranean region, 47, 52, 82
Meijers, F., 102, 103, 105, 108, 111
Mercer, S., 20, 130, 136
Mersey, D., 50, 65, 72
metaphor, 5, 6, 23, 105, 108, 127, 129,
131
Middle Ages, 39, 43, 46–8, 51–5, 57–9,
62, 63, 71, 72, 76–80, 82–6
middle class, 52, 73, 99
middle school, 151, 159, 161, 162, 166,
187, 196
middle school and high school, 151,
161, 162, 187

www.ebook3000.com

210

INDEX

Mikel, E. R., 5, 23
military, 42, 43, 50, 76, 95
military professionalism, 50–1
Milligan, E., 104, 105
mobility, social, 41, 43, 58, 82, 89
modern society, 152, 164, 165
modiﬁcation, 13, 140
Molay, Jacque de, 44, 57, 94
Mourning Dove, 50
movies, 9, 20, 24, 27, 65, 66, 127, 130,
134, 136, 138, 140
Munro, D. C., 91
Munsch, R., 25, 68, 134
myth, 137
mythology, new, 24, 27, 66, 128
N
Negri, A., 65
Netter, G., 66
Nicholson, H., 54, 89
Nicolle, D., 50, 54, 83, 89
Nissen, F., 127–8
norms, 10, 70, 75
Novick, P., 96, 98
null hypothesis, 148, 152, 155–7, 160,
161, 165
Nystrom, K. C., 20, 21
O
obscurity, 15, 41, 45
ontological play, 15–16
ontology, 129
operation, 10, 37, 39, 60, 79, 93, 99
opinion, 80, 81, 149–51, 153–9, 165,
175–80
opinion of chivalry, 146–51, 153,
155–62, 164–7, 169, 181,
183–6, 188–91, 197
orders of knighthood, 39, 40, 53, 83
orders of knights, 48, 53, 78, 88, 90, 109
Onwuegbuzie, A., 145, 160

Oreck, B., 5, 106
Ozment, S., 39, 93
P
Paglia, C., 60, 64, 65, 69, 75–7, 80, 112
Parsons, J. C., 48, 71, 79
Parsons, M. J., 27
Patel, P., 20, 130
Paulo Freire, 98
peace, 56, 99, 110
peers, 26, 49, 52, 53, 80, 81, 88, 135
perception of chivalry, 133, 136, 137,
145, 147, 151, 167
perceptions, 5, 9, 29, 135, 136, 138,
145, 180, 182
favorable, 133, 136, 137
Perry, K., 26, 127, 130, 134, 146
Perry, M., 53, 56, 58, 59, 63, 78, 83
persona, 72, 87, 95, 97, 109
perspectives, 4, 8, 17, 20, 28, 40, 100,
134
phenomena, 4, 8, 11, 17, 23, 40, 43, 75,
166
phi, 7, 12, 16, 19, 68
philosophers, 2, 46, 92, 93, 102
philosophy, 18, 20, 23, 46
picture books, 4, 12, 69
piety, 42, 47, 79, 83
Pinar, W. F., 113
cited, 113
Pipkin, M., 127, 128, 140
PK-6, 159, 161, 162, 166
Plantagenet, 40, 53, 83
poems, 58, 59
poetry, 59
polite, 150, 185
politics, 14
Poll, Harris, 133, 137
Pollock, G., 24–7, 133, 134, 136, 145,
147
pomp, 74, 82, 84, 89, 95, 109
popular culture, 54, 63, 64, 66, 78, 80

INDEX

portray, 25, 26, 134, 135
portrayal, 25, 133–6, 140
power, 39, 43, 45, 60, 61, 65, 84, 86,
94, 114, 115, 129, 133, 148, 152,
153, 164, 165
individual, 114
praxis, 3, 93, 100
precedent, conceptual, 76, 112
prehistoric, 7, 9, 19, 21
prehistory, 21, 26, 27, 139
presentation, artistic, 4, 5, 69, 130
preservice K-8 teachers, 1, 2, 15, 19,
145–98
preservice teachers, 2, 5, 6, 9, 16,
103–8, 157, 160, 161, 166
Price, B. R., 38–40, 47–9, 52, 82, 83,
89
Price, T. D., 20
princes, 20, 26, 44, 135
privileges, 51, 53, 54, 58
professional identities, 103, 105–8
proportions, 147, 151–3, 156, 164, 165
prowess, 39, 79, 87, 94
psyche, 63, 69–71
splicing, 69, 71
Pugh, T., 2, 7, 136, 139
Q
queen, 66, 79, 84, 131
R
race, 11, 65
Ragland, R. G., 104, 105
Raimi, S., 66
Ramón Llull, 40, 48, 53, 131
reanimation, 26, 130, 135, 138
recognition, 4, 10, 69, 100, 130
reform, 79, 81, 84, 93, 94
re-imagining, 25, 27, 40, 56, 63, 65, 68,
93, 98, 101, 102, 110, 134
Reitherman, W., 27

211

relationships, 78, 79, 81, 147, 148, 152,
156, 157, 165
replication, 5, 68, 75, 76
representations, 3, 9, 19, 20, 29, 68, 69,
71, 113, 114, 182
visual, 8, 20, 22, 28
reputations, 39, 60, 94, 111
respect, 40, 48, 56, 78–80, 84, 93, 97,
98, 101, 102, 107, 110, 111, 115,
129
responsibilities, 46, 51, 54, 72, 92, 104
retro continuity, 57–61, 75
reverence, 5, 9, 10, 50, 56, 68, 95, 100–2,
110–12, 129, 130, 138, 139, 146
cardinal virtue of, 5, 10, 68, 69, 138
Rex, L., 15
Richard, B., 61
Ring Tournament, 73, 138
ritual, 55, 56, 77, 82, 88, 96, 102, 138
Roddenberry, G., 69
Rollins, J., 102, 103, 105, 106, 108, 145
Roman Empire, 42, 46, 47, 50, 87
Roman Republic, 46, 47, 54
late, 42, 45
Romans, 42, 46
Rome, 45, 46, 77, 85
roots, 9, 10, 15, 42, 47, 51, 92, 93
Roth, J., 20, 130
Rothbauer, P., 103, 161
Rud, A. G., 9, 10, 38, 45, 50, 55, 95, 96,
98–100, 110–12, 129, 138, 146
rules, 48, 64, 109, 159
S
Sagan, E., 63, 69
Said, E., 60, 64
Sameshima, P., 69, 113
samurai ethos, 11
Sanders, R., 20, 130
Schulberg, L., 50
Schutz, A., 37, 82, 111, 115
Schweitzer, A., 96, 98–100, 112

www.ebook3000.com

212

INDEX

secular, 40, 54, 58, 83, 87, 89, 102, 109
poetry, 62, 78, 83
servant, 25, 67, 134, 135, 146
service, 42, 44, 46, 52, 55, 57, 78, 83,
85, 91, 96–8, 101, 131, 132, 135
shame, 56, 129
shift, cultural, 94, 110, 150
Shim, J., 2
Shockley, K. G., 102, 103, 105, 106,
108, 145
situation, hermeneutical, 8, 18, 19
sixteenth century, 48, 49, 66, 87, 92, 94
Smith, R., 102, 108
Snow White, 20, 24, 25, 127, 130, 132,
134, 136, 138, 140
social aesthetics, 4
social characteristics, 26, 97, 135
social classes, 57
social cohesion, 1, 101, 131
social concept, 114, 115, 133, 135,
146–51, 153, 155–62, 164–7, 169,
181, 184, 185, 188–90, 193, 197
social contracts, 39, 52, 55, 77, 111
social curriculum, 16, 61, 62, 136, 145,
146, 161
social expectations, 20, 24, 67
social structures, 16, 74
social studies, 2, 4, 6, 24, 27
social studies curriculum, 6, 9, 24
social values, 3, 4, 15, 16, 24, 28, 29, 68
societies, 6, 27, 49, 50, 74, 75, 86, 88,
91, 103, 129, 130, 132, 139
contemporary, 9, 74, 75, 139
feudal, 39, 63, 110
matriarchal, 86
Society for Creative Anachronism
(SCA), 22, 74, 75
songs, 26, 130, 134, 146
Spielvogel, J. J., 86, 111
Spretnak, C., 85
squires, 44, 46, 47, 52, 53, 55, 57, 58,
67, 79, 82, 83, 87, 91, 96, 98, 101,
102, 109

Stadler, M., 6, 17, 23
statistical signiﬁcance, 153, 164, 165
stereotype, 26, 64, 65
antiquated, 140
stereotyped phrases, 65
Stockdale, L. A., 133, 145
Stone, O., 69, 77
Strauss, L., 136
strength, 21, 67, 84, 110
Strickfaden, M., 22
students, 2–5, 10–15, 20, 29, 58, 59,
82, 98, 100–7, 111, 114, 115
student-teachers, 104
style, 3, 5, 12, 39, 102
superstructure, 9, 10, 75
supranational, 47, 108, 109
survey, 146–8, 160, 161, 163, 168, 169
methods, 161
sample, 137
theorist, 160
Suskind, R., 20, 25–7, 130, 133, 134,
136, 138, 139, 146
symbolism, 56
symbols, 56, 72, 73, 85, 97
Symons, D., 59, 60, 72, 75–7, 80, 81, 112
syncretism, 27
creative, 73, 75
romanticized neo-medieval, 131
strangely medieval, 139
T
Tang, S. Y. F., 102, 104
Tatar, M., 24, 25
teachers, 5, 10–14, 86, 98, 101, 111,
114, 166
and student, 2, 111, 114
education, 4, 5, 9, 13, 14, 16, 19, 23,
69, 104
education programs, 5, 69, 102, 106
educators, 4, 13, 102
identity, 63, 69, 70, 102–8
identity formation, 10, 105, 107

INDEX

identity studies, 37, 102, 145
new, 104, 108
teaching, 4, 12–14, 29, 103–5, 159,
168, 182, 193, 195, 196
profession, 45, 103
teenagers, 62, 82, 83
Tenore, F. B., 81
Thapa, A., 145
theory, 3, 9, 14, 16, 23, 24, 29, 60, 64,
69, 105, 107, 165
grounded, 40
thirteenth century, 48, 60, 90, 131
Thomas, L., 102, 105–8
Thorne, M., 127, 128, 133
Thornton, S. J., 145, 161
tournaments, 49, 58, 61, 75
tradition, 7, 11, 17–19, 28, 50, 66, 85
transition, 43, 48, 75, 106, 108
Trim, D. J. B., 39, 47, 50, 51
twelfth century, 58, 78, 80, 83, 88, 90
late, 83, 109
twentieth century, 37, 40, 73, 98, 101,
130, 132
twenty-ﬁrst century context, 17, 44,
115
U
Uhls, Y. T., 24, 26, 135
V
validity
catalytic, 28, 29, 165
voluptuous, 65, 69
values, 3, 6, 14–17, 20, 23–5, 38, 39,
55, 56, 91, 92, 102, 103, 154, 156,
157, 162
cultural, 6, 7, 9, 23, 145

213

van Leeuwen, C., 6, 23
vantage point, 5, 18
vernacular, 95, 133
popular, 137, 139
Victorian era, 10, 95, 111
Viki, G. T., 127, 131, 133
virtù, 92, 94, 110
von Ranke, L., 96, 98
W
Waks, L. J., 13
war, 1, 58, 87, 111
Warren, W. L., 57, 58
Weinstein, C. S., 10, 11, 73, 74, 81
Weir, A., 48, 57, 71, 79, 83, 90, 93,
109, 131
Wertheimer, L., 82
Wheeler, B., 48, 71, 79
Wheeler, W. B., 40
White, L., 40
Whitehead, A., 102
Whitehead, E., 24, 25, 128, 133, 147
Wiebe, S., 16
Wiesner, M. E., 39, 40, 58
Woodruff, P., 9, 10, 50, 95, 101, 110,
129, 138, 146
Woywod, C., 15
Wright, S. C., 128
Wynn, K., 81
Y
youth, 58, 63, 78, 83, 97, 101
cultures, 82
Z
Zeydel, E. H., 26, 59, 63, 83, 134, 146

www.ebook3000.com

