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SUMMARY

This study examines the description of characters’ education in twelfth- and
thirteenth-century French epic and romance with two broad aims: to establish how
education is described, and to suggest reasons why it is portrayed in the particular way
that it 1s.

The discussion 1s divided into three parts. The first provides the contextual
framework for the second two, and presents a brief overview of the history of education
in the period, together with a survey of the theory and practice of education in school
and at home. Critics and historians have noted the link between education and
literature and we provide a model of contemporary educational background, theory and
practice, against which literary descriptions may be compared and understood.

In Part II we analyse these literary descriptions, hitherto not comprehensively
explored. Taking a large corpus of works, we examine the content of characters’
education, drawing comparisons across genre and timespan, and with the model from
Part I. This, together with further examination of where poets draw their inspiration,
what they choose to include and how it is presented, provides a context within which
particular features, descriptions or texts may be discussed.

Part Il examines particularly interesting treatments of education. Five different
studies of individual works or groups of texts illustrate the range of ways education may
function, and help us to establish the status of the education description in Old French
literature.

We conclude that poets deliberately describe and exploit education in various
ways. These range from delineation of character, where we see authors shaping the
raw material of narrative for their own ends, to major thematic use, essential for
understanding a text. Study of the theme of education reveals its contribution to and
reflection of the importance of medieval education and its influence on vernacular
literature.
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INTRODUCTION

"...in the history of human culture, one of the determining and most
important features has ever been education."!

There are a number of reasons why we should be interested in the education of
characters of medieval French narrative of the twelfth and thirteenth centuries. Firstly,
these centuries are times of very important changes and developments in the educational
field. @ We see from the eleventh century onwards an increasing secularisation of
learning, with education becoming a prerequisite not only for life in the clerical sphere,
but also for administrative duties in the secular world. Education in the twelfth and
thirteenth centuries becomes available to a wider range of people and covers a wider
range of material than before, as newly rediscovered portions of ancient learning find
their way into western Europe. These changes culminate in the great development in
the institutions of learning, the rise of the universities in the thirteenth century.2 Many
of the changes of the twelfth and thirteenth centuries were to have a lasting effect on
education 1n Western Europe.

During the same period, French vernacular narrative also experienced
remarkable development and flourishing, producing a wealth of fine literary works.
The changes in educational and intellectual life contributed to and were inextricably
bound up with the upsurge to be found generally in the cultural life of the period, and,
in particular, in vernacular literature. In talking about the twelfth-century renaissance,
it is impossible to separate education and culture.3

Events in the educational world are specifically referred to, for example, in the
literary works of Henri d’Andeli, whose Bataille des .vii. ars describes in allegorical
terms the taking over by dialectic of the arts courses in the schools and universities of

the early thirteenth century. His Lai d’Aristote, whilst a version of a known burlesque
tale about Aristotle, is nonetheless influenced by the controversies surrounding the

1 Daniel D. McGarry, The 'Metalogicon’ of John of Salisbury, p. xv.
Full bibliographic details of this and all subsequent works referred to are given in the
Bibliography.

2 On these changes, see R.W. Southern, The Making of the Middle Ages, J. Bowen, A History of

Western Education, Vol 2, Civilisation of Europe 6th-16th Centuries, and P. Riché, Ecoles et
enseignement dans le haut moyen age.

3 On the link between education and culture see C.H. Haskins, The Renaissance of the Twelfth
Century, pp. 5-11 and G.Paré, A. Brunet & P. Tremblay, La Renaissance au XII€ siécle: Les
Ecoles et l’enseignement.



doctrinal acceptability of some of Aristotle’s newly available works which raged in
Paris at the time the Lai was written.

Such educational events may also form a less obvious part of the background to
vernacular literature. For example, J.L. Roland Bélanger points out in a recent article
on the epic:-

Though not quoting verbatim ideas being daily discussed and even hotly

debated in the schools, [the poets] were certainly conditioned by these
ideas and introduced them into their work in progress.4

He cites references to the names of God, to baptism, marriage and confession in epic
texts as revelatory of theological discussions topical in the schools at the time.

Similarly, Tony Hunt has illustrated how the rise of dialectic in the schools has
influenced the approach and form of medieval romance, particularly in the work of
Chrétien de Troyes:-

The very concept of "courtly love" and the experience which it embodied
appear to be a of a dialectical nature and susceptible of a dialectical
treatment. They involve a permanent tension between "mezura" and
extravagance, between action and inaction, which clearly colours the
courtly romances. Indeed, in the romances of Chrétien de Troyes,
dialectic leads above all to the investigation of the processes of the
hero’s maturation, and to the question whether these processes are to be
located in the chivalric or the amatory sphere. A certain temsion
between love and chivalry is fundamental to these romances.>

He demonstrates that an important development in education - the rise to pre-eminence
of the dialectical approach - exerts an influence on the form and content of vernacular
literature.

It is clear from these brief remarks that the relationship between medieval
education and medieval literature is a profitable area for study. From this area, we may
select the topic of the education of the characters of medieval French narrative, for the
descriptions of education themselves command our attention. They are frequently to be
found - in our corpus of some 120 texts, over half describe the education of the hero
and/or the heroine, and occasionally of other characters. Some poets devote

4 J.L. Roland Bélanger, ’"Au Commencement €tait I’école (de théologie)": A New Paradigm for
the Study of the Old French Epic’, p. 58.

3 Tony Hunt, ’Aristotle, Dialectic and Courtly Literature’, p. 109. Sece in a similar vein by the
same author: ’The Dialectic of Yvain’. On the influence of rhetoric see Sarah Kay’s article
'The Nature of Rhetoric in the Chansons de Geste’, and Tony Hunt, ’The Rhetorical
Background to the Arthurian Prologue: Tradition and the Old French Vernacular Prologues’,
and ’Rhetoric and Poetics in Twelfth-Century France’.



considerable interest to this part of the narrative, as is the case in the charming cameo of
the lovers at school in Floire et Blancheflor, or in the lengthy description of life in the
schoolroom found in the lesser-known Dolopathos. Since many poets do describe the
education of their characters, and some at least give it particular care and attention, the
question of the importance of this topic to medieval poets and audiences is necessarily
raised. However, we find that neither the descriptions of the characters’ education, nor
the reasons for their inclusion in medieval narrative have so far been comprehensively
examined. A number of studies have appeared, dealing with the education of particular
characters, most notably Lancelot, on whom Jean Frappier, Elspeth Kennedy, Alfred
Adler and Micheline de Combarieu have written most informatively.6  The most
general study on the area of education is M.P. Cosman’s analysis of the education of the
hero of Arthurian romance, concentrating specifically on Tristan, Lancelot and
Perceval.”  This study does offer a brief survey of the possible sources from
contemporary didactic works that may have influenced narrative poets, and refers to the
presence of education in other, non-Arthurian material, but these are not explored in any
great depth.

We need to ask ourselves, therefore, both how and why education is described
across a wide range of medieval French literature, within the context of the importance
of educational matters generally in the High Middle Ages. The first part of the
question - how - is the necessary precursor to the second - why. It is this second
question that is the primary focus of our study, because it offers a number of potentially
interesting insights.  Firstly, on the general level, we can observe how our poets
manipulate the different elements of their narrative and how they may bring their own
originality to a common idea. Secondly, we can observe how education interacts with
the other elements of medieval narrative, how it affects our view of the characters of
that narrative, and to what extent it contributes to structure and form. These aspects,
when explored in relation to particular texts, moreover, may help in our overall
interpretation of them. Such an examination will also enable us to form an opinion as
to the importance of the education element in our narratives. Is education simply a
motif, occuring at a certain point in the narrative with what we might call a decorative
function, but of no further significance to the narrative as a whole? Or may it be said to
be a true theme, providing a central focus of interest to a whole text? In attempting to

6 Jean Frappier, ’L’Institution de Lancelot’, Elspeth Kennedy, ’Social and Political Ideas in the
Lancelot en Prose’, Alfred Adler, 'The Education of Lancelot: "Grammar" - "gramarye"’,
Micheline de Combaricu, ’Le Lancelot comme roman d’apprentissage: enfance, démesure et
chevalerie’. |

7 Madeleine Pelner Cosman, The Education of the Hero in Arthurian Romance.



answer these questions, we hope not only to clarify our understanding of one facet of
medieval narrative, but also to offer further confirmation of our original premise, that
the high profile of education in the twelfth and thirteenth centuries significantly
influences vernacular literature.

We have chosen to restrict our study to the period 1100-1250, in order to have a
well-defined area within which to work, which nonetheless encompasses the important
developments in both education and literature. Our timespan thus not only covers the
whole of the twelfth century, but also enables us to consider the intellectual changes
occurring with the rise of the universities in the thirteenth. The twelfth and early
thirteenth centuries are also a particularly rich period for medieval French narrative,
justly considered as one of its finest hours. By the later thirteenth century, literary
changes such as the rise of the prose romance, coupled with external factors such as a
developing bourgeoisie, had brought new currents into Old French narrative. Hence
our discussions cover only the earlier half of that century.

The starting point for our study is the historical background of education, which
is a prerequisite for an understanding of exactly how narrative poets represent education
in their works. We need to build up a picture of the broad historical events and major
developments in the history of education at this time, as well as precise details of the
theory and practice of education, all of which may be representéd in literature. The
practice of education as described in literary texts is our main focus of attention, but
educational practice must be seen in the context of educational theory and the general
historical perspective. Whilst our exploration of this background can only be brief, and
must necessarily be limited to an overview, we endeavour to take as broad a survey as
possible of the documents that refer to educational theory and practice in the twelfth and
thirteenth centuries. It rapidly becomes apparent when one examines educational
writing that a variety of types of authors are interested in this topic - churchmen,
moralists, political theorists and encylopaedists, to name the principal examples. This
diversity of source types can render the task of creating a coherent picture more
difficult, but serves also to show the enormous growth of interest in educational
principles in this period, a growth which doubtless results in a less than perfectly
coherent theory and practice in reality.

Having thus reviewed in Part I what is known of educational history, theory and
practice in the twelfth and thirteenth centuries, we are provided with a framework and a
constant point of reference with which to proceed to the two further parts of our study,
which examine how narrative literature treats the education we have sought to describe

in the first part. Part II consists of a survey of the representation of education in



medieval narrative of the twelfth and thirteenth centuries. The particular area of that
narrative to be considered is defined by the following parameters. Firstly, as we have
said, the timespan considered i1s 1100-1250 (pace problems of precise textual dating).
The portrayal of education is examined in the two principal narrative genres, romance
and epic, with the balance between the two weighted in favour of romance, which 1s
more likely to include an account of a character’s education. In order to present as
representative a survey as possible, the number of texts examined is large, and the range
eclectic. The exact choice of texts has been governed, however, by certain important
considerations: important and well-known texts are included, but these are balanced by
lesser-known texts; both prose and verse romances are included; the major romance
sub-genres are represented - romans d’antiquité, romans d’aventures, romans
idylliques, romans arthuriens; and epic texts are taken from a variety of cycles.

The survey of these texts sets out to show the ways in the which heroes and
heroines of literature are educated, to see what they learn, when, and how, and who
teaches them. Differences in portrayal across the timespan of our study, and between
the different genres are also important aspects to explore. We will thus be able to build
up a general picture of how the education of a character is treated.

Having answered the question of ow education is portrayed, we can approach
the more interesting question of why the poets describe education. Our general survey
of our corpus of texts enables us to draw out some general answers to this question as
we explore the poets’ motivation in including a description of a character’s education at
all in the their narrative, its status generally within that narrative, and the types of
literary effects that can be achieved from it.

However, it is the use and shaping of education in specific texts that provides
the more illuminating answers to this question, and it is this that forms the substance of
Part III: the literary exploitation of education. This comprises five studies of particular
texts or groups of texts, chosen either because they give particular prominence to
education, or because their treatment of the subject is unusual in some way. First, we
examine the different versions of the Roman d’Alexandre in order to show how
variations can be played upon the basic theme of education. Next, we study the literary
exploitations of the common medieval fopos of nature and nurture, which is an essential
factor in medieval views of education. @ We explore ways in which the accepted
dominance of nature influences the portrayal of a character, and the ways in which
deliberate subversion of this accepted order contribute to plot and character. Thirdly,
we explore the relationship between love and education, examining the interaction
between education and another component of medieval narrative, in order to assess the



range of influence of education, its effect on other areas of the narrative, and hence is
relative importance. Fourthly, we look at the education of women from the perspective
of two texts dealing with highly educated and magical heroines; and finally we look in
detail at the use of education as a fully-fledged literary theme in Chrétien’s Le Conte du
Graal.

These studies are not intended to be exhaustive, but serve rather as examples of
approaches to certain texts or topics made possible by an appreciation of the context of
medieval education and its literary representation. We can thus offer an informed
opinion as to the status of the theme of education in medieval French literature and
provide a framework within which other medieval texts may similarly be approached.



PART I

Education in the Twelfth and Thirteenth Centuries - An Overview of the Historical
‘ ' Context

"La civilisation médiévale avait oublié la paideia des anciens et elle
ignorait encore 1’éducation des modernes. Tel est le fait essentiel, elle
n’avait pas 1’idée de I’éducation.” (Philippe Aries)!

In order to understand the background of educational history, theory and
practice in the Middle Ages, against which a discussion of its literary reflection can be
set, it is first necessary to be clear what we understand by the term "education".
Medieval education needs to be understood in the context of medieval society, which
was structured around an idea of function. Etienne de Fougéres, for example, divides
society into its familiar three estates,2 adding the function of each, in his social
commentary, Le Livre des Maniéres:-

Li clerc deivent por toz orer

li chevalier sanz demorer
deivent defendre et ennorer,

et 1i paisant laborer. (vv. 673-676)3

Similarly, John of Salisbury’s Policraticus uses an extended metaphor of human
anatomy and bodily functions to describe the commonwealth and, in the words of John
Dickinson, its translator, is based on the idea that "the perfect society is that wherein the
members exactly fit themselves into the respective niches which it makes out for
them."4 The individual is viewed less in terms of his rights (a modern concept) than in
terms of his function and responsibilities within society.

The significance of this in educational terms is that education becomes the
means of equipping a person to fulfil the function accorded to him by the social order.
Our modern view of education as a process designed to help an individual achieve his

1 Philippe Ariés, L’Enfant et la vie familiale sous I’ancien régime, p. 463.
2 These are discussed in Georges Duby, The Three Orders, Feudal Society Imagined.
3 Etienne de Fougeres Livre des Maniéres, ed. R. Anthony Lodge.

4 John Dickinson, The Statesman’s Book of John of Salisbury, Introduction p. xxii.



own potential is quite alien to the Middle Ages.> Hence we find that notions of
childhood and adulthood are based less on considerations of age than on those of
preparedness to assume the responsibilities of life. A man reaches adulthood when he
can govern his fief and undertake to provide for a family. If he has not attained such
responsibilities, he may still be thought of as a child, despite his years.6

The medieval concept of education also differs from our own in that it does not
distinguish so strongly between social and academic instruction (between "upbringing"
and "education"), but rather views education in a general sense as a "training for life".
The Old French verb "norrir", for example, covers a wide range of meanings from "to
nurse a young child" to "to bring up a child" and "to educate a child", whether socially
or academically. Similarly, "bien enseigné" means both "well brought up" and "well
educated".?” Any discussion of education in the Middle Ages must therefore encompass
both academic and secular training, because to limit our study to purely academic
learning would be to ignore a large part of the educational process. However, for ease
in dealing with the very different source materials for each aspect, clerical and secular
training will be dealt with separately in our discussion. Pierre Riché has usefully
outlined the kinds of documents which can be used as source material in the study of
medieval education, and divides them into three groups.8 The first covers writings on
study and school life; the second, works designed for a particular instructional end,
such as advice on courtesy, manners or religion; and the third comprises what might be
called educational treatises proper on the training of monks and schoolboys, or the
noble and royal laity. The first and third groups provide a wealth of information for
tracing the development of clerical education, the second group and third groups, where
they relate to lay education, suggest that a range of materials need to be explored to
form a picture of secular education. We shall look at as wide a range as possible,
including, in addition to those works suggested by Riché, works by moralists and
encyclopaedists.

S See, for example, the opinion of Doris Desclais Berkvam in Enfance et Maternité, p. 143: "Les
notions de croissance ou d’évolution de la personnalit€ sont complétement étouffées au profit
des notions d’apprentissage et d’adaptaion de 1’individu a la norme sociale”.

6 See comments on childhood and its terminology made by Jean-Charles Payen, *L’Enfance
occultée, note sur un probléme de typologie littéraire au Moyen Age’.

7 See respective entries in Tobler-Lommatzsch Altfranzézisches Worterbuch., The Franzozisches
Etymologisches Worterbuch notes that the Latin verb "nutrire” covers the same range of
meanings as its Old French descendent "norrir".

8 Pierre Riché, ’Sources pédagogiques et traités d’éducation’.



Let us begin by sketching some of the broad concerns and major developments
in education in the twelfth and thirteenth centuries before looking in detail at
educational practice and theory. In the early Middle Ages, education had tended to be
primarily within the province of the monastic orders, but a characteristic of the eleventh
and twelfth centuries is the rise of the cathedral school, superseding its monastic
counterpart. This is attributable partly to monastic reforms and partly to changes in
society. The reforming spirit seen in the Cluniac and Cistercian revivals of the tenth
and twelfth centuries emphasised a return to a more austere way of life, severing links
with the outside world, including the potentially disruptive influence of lively young
people in monastic schools. In the outside world changes were taking place that meant
that the educational role could be taken up elsewhere. The cathedrals in the rising
towns also supported schools, designed to train those connected with cathedral life and,
in theory, poor scholars of the towns. It was to these schools that education
increasingly passed from the late eleventh century onwards, as monastic schools
declined. The presence of these schools in an urban surrounding brought them one step
nearer to the secular world, which in turn began to exert pressure on educational needs.

As the twelfth-century economy prospered and society began to enjoy greater
wealth, it also began to enjoy greater sophistication and leisure. With the ever-
increasing complexity of court business and administration, opportunities began to open
up for educated men outside the purely ecclesiastical world as part of the bureaucracy of
royal or large noble households. A period of rapid economic growth gave rise to the
need to adopt new and appropriate institutions, and to the questioning of traditional
concepts. The cathedral schools were more able to meet these changing needs and
education became more secularised. The calm of monastic learning gave way to the
more vigorous mode of the cathedral schools where new ideas and ways of thinking
were more easily accepted. An enormous change in atmosphere and orientation in
academic life took place, which is aptly described by Lester K. Little:-

The purpose of monastic education, seen in one light, was to pass on to

younger monks a traditional corpus of sacred, and of virtually sacred

literature .... The corresponding purpose of urban education was to
prepare students for criticism, confrontation and contention.?

Coupled with this lively, combative mode was an optimistic and enthusiastic
regard for the value of scholarship which was a hallmark of the twelfth-century
renaissance. Consider, for example, the following quotation from Alain de Lille’s
Summa de Arte Praedicatoria on the benefits of learning:-

? Lester K. Little, ’Intellectual Training and Attitudes Toward Reform 1075-1150°.
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Lectio, sensum acuit, intellectum multiplicat, animositatem discendi
parat, facundiam ministrat, teporem mentis calefacit, torporem expellit,
tela libidinis exstinguit, gemitum cordis excitat, lacrymas elicit, Deo nos
propinquos facit.10

(Reading sharpens the perceptions, multiplies the reasoning powers,
creates a hunger for learning, aids eloquence, raises the working
temperature of the mind, casts out sloth, extinguishes the fiery darts of
lust, raises a groaning in the heart, calls forth tears, brings us close to

God.)!!

However, there were still those in the monastic tradition in the twelfth century,
who were opposed to the intellectual trends of the cathedral schools and their views
counterbalance the intellectual enthusiasm of the time. Perhaps the greatest of these
was Bernard, abbot of Clairvaux. His abbey was to become the focal point of the new
Cistercian movement which aimed to renew the spirit of Benedictine monasticism in a
return to an ascetic and contemplative life.  Secular learning and education had no
place in such a life and Cistercian monasteries ran no schools. Paradoxically enough,
Bernard himself is reckoned one of the great intellectual figures of his time and he was
~ well able to enter the lists against such figures as Abelard. He remained an intransigent
opponent of any who indulged in the dialectical scrutiny of theological topics, or placed
an emphasis on the importance of human reasoning in matters of faith. St. Bernard was
ever an opponent of the secular, rationalising spirit of the twelfth century and, although
a great thinker himself, he repeatedly warned against learning for its own sake:-

Non tamen dico contemnendam aut negligendam scientiam litterarum,

quae ornat animam, et erudit eam, et facit ut possit etiam alios erudire.

Sed duo illa oportet et expedit ut praccedant, in quibus summam salutatis
constitui superior ratio declaravit.12

(I do not, however, maintain that book learning is to be looked down
upon or neglected. It adds lustre to the soul, civilises it and gives it the
capacity to civilise other men. But whereas it is right and proper for
both those two things to be given precedence, higher logic has decreed
that the greater of them be that which relates to salvation.)

Similarly, we find in Sermon 36, that he emphasised that all learning must lead to a

greater love for God and the moral upbuilding of the student. In and of itself it was
futile. |

The conservatives like Bernard raised the doubts that had plagued the early
Christian centuries as to the acceptability of secular learning for the Christian. Opinion

10 PL, CCX, col. 180a.
1 Unless otherwise stated, translations are my own.

12 Sermon 37 PL, CLXXXIII col. 971c.
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remained divided between those who viewed secular learning as deleterious and those
who pursued it wholeheartedly. The position taken by Augustine, that secular learning
should be plundered for what it could usefully afford the Christian, ultimately prevailed,
although sporadic outbursts against secular learning continued to erupt. A notable
example from the eleventh century is Peter Damian, who went almost as far as to urge
all Christians absolutely to eschew secular learning.

The twelfth century brought a renewal of the positive attitude to secular

learning, expressed, as we have seen, in such works as Alanus de Lille’s Summa de Arte
Praedicatoria:-

Et si contigerit aliquando te transferri a libris theologiae ad libros
terrestris philosophiae, transeundo aspicias, utrum ibi forte invenias quid,
quod mores instruat, quod fidei catholicae competat, ut his quibus
spoliantur Agyptii ditentur Hebraei. (col. 180b)

(And if it happens one day that you are diverted from books of theology
to books of earthly philosophy, the diversion will enable you to see
whether perhaps you can find there something which may order our

ethical conduct and agree with our catholic faith. Were not the Hebrews
enriched at the expense of the Egyptians?)

The most sensible compromise between secular and sacred learning can be found in
John of Salisbury. Ever an advocate of the study of classical literature, he was
nonetheless aware of the potential dangers. Readers needed to learn discrimination in

order to select from their reading only such things as were "edifying to faith and
morals".

There is scarcely a piece of writing in which something is not found
either in meaning or expression that the discriminating reader will not
reject. The safe and cautious thing to do is to read only Catholic books.
It is somewhat dangerous to expose the unsophisticated to pagan
literature; but a training in both 1s very useful to those safe in the faith,
for accurate reading on a wide range of subjects makes the scholar;
careful selection of the better makes the saint.13

Coupled with the belief in the value of scholarship and the usefulness of secular
learning in the twelfth century was a strong belief in the validity of human reasoning.
This was a period of remarkable change on many fronts, and the growing complexity of
European society in the wake of sustained economic growth encouraged a new self-
consciousness as the individual began to have to find his own way in a changing
society. Colin Morris sees in the period 1050-1200 the beginning of the modern,

13 Joseph B. Pike, Frivolities of Courtiers and Footprints of Philosophers, Book VII, chapter 10, p.
2353.
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Western preoccupation with the individual.l4 The late twelfth century was the high
point in a growing affirmation of the importance of matters human, bringing with it a
renewed interest in the literature of the classical past as a source of ideas for shaping the
present and the future.

This spirit of humanism was vitally important to the development of education
in the twelfth and thirteenth centuries. A new value was placed on the great classical
authors for whom John of Salisbury made a plea in his Metalogicon; the writing of
Latin improved, and it became a language able to express great subtleties of thought as
well as supporting imaginative and lyric productions. Most significantly, an increasing
value was placed on the human mind. Had it not been for this, a man like Abelard
would never have been able to champion human rationality in the face of doctrinal
authority, and show that a man might think for himself. Abelard’s rational method was
to become the accepted tool for intellectual enquiry for the rest of the Middle Ages.
However, the spirit of individualism that had fostered it had waned by the end of the
thirteenth century, and by the end of the Middle Ages, dialectic had become fossilised
in scholastic practices.

In this climate of Christian humanism, education took on a new impetus also
from the emphasis on the necessity for the individual to "know himself". This was a
primarily intellectual search, focusing on the nature of God and the relationship of the
individual to Him. The men of the twelfth century sought to understand the spiritual
reality which would reveal to them the true nature of God, and man’s re]atibnship to
Him. They tried to fit all human knowledge into a universal cosmology, based on an
understanding of ultimate truth, which they never doubted that the human mind was
capable of comprehending. Cosmological speculation was the hallmark of medieval
intellectual life in which the influence of Neoplatonic thought is clearly discernible
(although it was later overshadowed by Aristotelianism and the rise of dialectic). Marc
Bloch sums up this important tendency of medieval thought thus:-

In the eyes of all who were capable of reflection, the material world was

scarcely more than a sort of mask, behind which took place all the really

important things; it seemed to them also a language, intended to express

by signs a more profound reality. Since a tissue of appearances can

offer but little interest in itself, the result of this view was that
observation was generally neglected in favour of interpretation.!s

14 Colin Morris The Discovery of the Individual 1050-1200.

15 Marc Bloch, Feudal Society, p. 83.
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M-D Chenu also comments on the awareness, in all spheres of thought, that perceived
reality is only a pale reflection of true reality.

Ecolatres et mystiques, exégeétes et naturalistes, profanes et religieux,
écrivains et artistes, les hommes du XII¢ siécle, entre tous les médiévaux,
ont en commun, imposée par leur milieu et réglant leur jugement dans
une table innée des catégories et des valeurs, la conviction que toute
réalité naturelle ou historique a une signification qui déborde son contenu
brut et que révele a notre esprit une certaine densité symbolique.16

This larger reality was identified with spiritual reality and thus the whole of
intellectual activity was charged with religious significance in a way quite foreign to
modern minds. Philosophical enquiry was aimed at finding out the truth concerning
that larger reality, and it was an unquestioned assumption that the understanding of this
truth increased man’s understanding of the nature of God. Logic appeared to twelfth-
century philosophers to provide the key to such an undertaking since it afforded a
rigorous methodology whereby the truth or falsity of any given proposition could be
ascertained, and therefore offered an objective framework for the search after truth.

Dialectic was to become the most prized intellectual tool of this century and those that
followed.

Perhaps the chief representative of this adherence to the value of human
reasoning was Peter Abelard who, whilst his uncompromisingly expressed views
brought him into conflict with his more conservative cbntemporaries, nevertheless
enjoyed a great following. Perhaps more than any other he gave to dialectic the
supremacy it enjoyed in the thirteenth century and beyond as the cornerstone of the
scholastic method. Abelard’s dialectical method was shown most clearly in his work
Sic et Non in which he set out a number of theological propositions on which various
accepted authorities disagree. He attempted to resolve the apparent contradictions by a
rational approach. Although this undertaking was greeted in some quarters with horror,
a similar approach was taken in the next generation by Peter Lombard who drew up a
definitive statement of orthodoxy on all areas of belief, balancing the different
authorities. His Sententiae became the standard work on theology in the schools and
universities. The logical approach also fostered the growth of the study of law in this
period. An Italian monk, Gratian, performed for canon law the same service Peter
Lombard had performed for theology, commenting and glossing all canonical writings
to form a consistent body.  His Decretum became the standard canon law text,
supplemented by collections of subsequent decretals made by various later popes.

16 M. D. Chenu, La Théologie au douziéme siécle, p. 161.
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This method of marshalling authorities for and against certain propositions was
to become, In the so-called scholastic method, the foundation of later medieval
teaching, but this was not achieved without a battle and Abelard was persecuted by the
conservative faction of his time. However, his method received a new impetus in the
latter half of the twelfth century as new translations made available to western Europe
much of the Greek learning they had lost, amongst which were many works of Aristotle.
The logical works available to Abelard, known as the "old logic", were the Categories
and On Interpretation which had been translated and commented upon by Boethius.
By the time John of Salisbury wrote his Metalogicon (1159), the "new logic", in the
shape of Prior Analytics, Posterior Analytics, Topics and Sophistical Refutations, had
arrived. By the start of the thirteenth century the complete corpus of Aristotle’s works
was available, and the heretical concepts in some of his works, especially Metaphysics
and Natural Science, added to the opposition of the reactionaries to the scholastic
approach.

Although it is still not agreed exactly how the new translations were made and
came into western Europe, the work of translation certainliy occurred at those
geographical points where the Christian, Greek and Moslem worlds met, principally
Spain, Sicily and the Levant.1? The Greek learning lost to Latin Christendom was
preserved in Moslem centres of scholarship where it was commented upon and added
to. Indeed many Moslem commentaries on Aristotle accompanied his works into the
west, adding to conservative disapproval of them. The translation work usually
involved turning Arabic versions of the Greek works into Latin, a difficult task since
there were few Latin scholars competent to understand Arabic. Contact with Arabs in
Spain or on Crusade were the usual methods by which the language was learnt. One of
the major centres of translation from Arabic to Latin was Toledo, where it was fostered
by a sympathetic archbishop, Raymond. Sicily too produced Arabic-Latin translations
and versions of the original Greek, since Sicily had maintained contact with eastern
Christendom.

Despite the difficulties involved and the often less than perfect quality of
translations produced, the arrival of the Aristotelian corpus, together with other Greek
scientific writers such as Euclid, Ptolemy, Galen and Hippocrates, had a radical
influence on western European education. The subject matter available for study had

greatly increased, and Aristotle’s works provided further material for the study and
practice of logic.

17 Charles Homer Haskins, Studies in the History of Medieval Science remains one of the best
studies on the translations.
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The subsequent history of education and the rise of scholasticism is bound up
with the history of the universities which were coming into being at the end of the
twelfth century.l® The growth of the cathedral schools and the intellectual excitement
of the period provided the impetus for the development of a corporate institution
concerned with higher education. The chief characteristic of the medieval university,
and its bequest to the present day, lies not so much in the nature of the higher studies
pursued, as in the idea of a self-regulatory, corporate institution controlling masters,
students, curriculum and the recognition accorded to set standards of achievement. The
idea of a corporate body was, of course, quite natural in the Middle Ages and a number
of different professional guilds existed to protect the interests of groups of craftsmen
and maintain quality of work.

In France, the schools of Paris were to develop into one of the finest of these
new universities. Although the underlying factors favouring this development are, of
course, multiple and complex,1® part at least of the initiative came from the masters who
were keen to protect their rights to teach in the Parisian schools. The general licence to
teach, the ius ubique docendi was granted by the Pope through his representatives, for
the church recognised the power of education and sought to maintain orthodoxy within
it. The masters’ guild at Paris required that only those licence holders who were further
admitted to their guild should teach in the schools, and thus the beginnings of a
corporate body were set up. One of their initial struggles was to secure the right for the
university to confer the licence to teach, initially in the hands of the papal
representative, the chancellor of Notre Dame, who was not part of the university. This
was achieved in the course of the thirteenth century, as were a succession of privileges
for masters and students in Paris, the most important of which were conferred in the
Bull Parens Scientiarum of 1231.20 This gave masters a role in determining the
candidates to whom the chancellor would give the licence, and the right to cancel
lectures in order to secure redress for grievances against the University. It also fixed
hours for lectures and stipulated what texts were to be lectured on, when, and for how

long.

18 On the rise of the medieval universities, see Hastings Rashdall, The Universities of Europe in the
Middle Ages, ed. F.M. Powicke and A.B. Emden, and Charles Homer Haskins, The Rise of the
Universities.

15 Sce, for example, Stephen C. Ferruolo, The Origins of the University.

20 Quoted and translated by Lynn Thorndike in University Records and Life in the Middle Ages, pp.
36-38.
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Administration was not the only battleground in the thirteenth-century university
of Paris. Intellectual debate raged hot as the prejudice against secular literature was
reignited when newly translated works of Aristotle, together with Moslem
commentaries, became available to Western Europe and were enthusiastically read and
used in the prevalent rationalising of religious matters. Both the Dominican and
Franciscan orders, who had quickly become involved in the new universities, opposed
the rationalising spirit invading theological studies in Paris in the early thirteenth
century.

The Dominicans and their brother mendicant orders, particularly the
Franciscans, formed at the turn of the twelfth and thirteenth centuries with the aim of
renewing the monastic ideal, played an important role in intellectual life from the
thirteenth century onwards.2! The Dominicans sought specifically to influence the
intellectual world. Their founder, Dominic, was convinced that the church must act to
stamp out the Albigensian heresy that was rife in southern France, and that the most
effective way to do this was on the intellectual front. @ Hence, from the start the
Dominican order was concerned with the teaching of theology and the preservation of
orthodoxy. They quickly established themselves in important university centres such
as Paris, Oxford and Montpellier, which they saw as primary recruitment grounds for
new members. They also used the facilities offered by the university to train their own
members and set up their own convents in university towns where their students were
taught. The regulation of 1228, detailing the organisation of their studies, illustrates
the importance they attributed to education as a weapon for the church’s miiitary arm
and their suspicion of secular learning:-

The prior of the province or kingdoms, if he shall have brothers fitted for

teaching who can be trained for it in short order shall send them to study

in a place where there is a university, and let not those to whom they are

sent dare to employ them otherwise or send them back to their province
unless they shall have been recalled. ......

They shall not study in the books of the Gentiles and philosophers,
although they may inspect them briefly. They shall not learn secular
sciences, not even the arts which are called liberal, unless sometimes in
certain cases the master of the Order shall wish to make a dispensation,
but shall read only theological works whether they be youths or others,22

21 On the role of the mendicant orders in the history of the universities, see James Bowen, The
Civilisation of Europe, 6th-16th Century, pp. 139-142 and Rashdall, The Universities of Europe,
vol. i, pp. 345-366.

22 "Regulation concerning studies in the order published in the general chapter of the Friar
preachers under Master Jordans at Paris, 1228" (Chartularium Universitatis Parisiensis 1 112-
13). Translated by Lynn Thorndike: University Records and Life, section 16, p. 30.
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St. Francis, whose name to later generations has become almost synonymous
with simplicity of life, was predominantly a mystic, urging his followers to adopt a
humble, ascetic life, with less emphasis on intellectual matters. Later in the thirteenth
century, sections of the Franciscan order did begin to realise the necessity of training
their members in theology to aid in their preaching work amongst the poor and
conventual schools were set up which offered a grounding in arts equal to that of the
secular universities. Although never wielding comparable influence to the Dominicans,
the Franciscans offered support to the conservative view and numbered among their
brothers some of the most distinguished scholars of the day, notably Bonaventura and
Roger Bacon.

Aristotle’s works on metaphysics and the natural sciences contained explicitly
heretical ideas, such as the eternal nature of matter and the denial of individual
immortality. These new works appear to have given rise to an outbreak of new
heresies, basically pantheistic in flavour, in the early thirteenth century, as new ideas
stimulated new and free thought, fuelled also by Muslim commentaries on Aristotle that
favoured a rational approach.  Such works and heresies were anathema to the
Dominicans who rigorously opposed them. This dispute caused a rift between the
faculty of arts where Aristotle was enthusiastically welcomed, and the faculty of
theology which opposed him. For a time the latter seemed to wield the stronger
influence and Aristotle’s works on metaphysics and natural philosophy were repeatedly
banned from the University of Paris, although they continued to be illicitly read.?3

Paradoxically, the greatest legacy of the Dominicans was the assimilation of
Aristotelian thought into orthodox Christianity, chiefly brought about by their most
famous member, Thomas Aquinas. His Summa Theologica forms the final vindication
for the scholastic treatment of theology in the thirteenth century. Aquinas’ works use
Arstotle’s logical methods coupled with the authority of the Fathers. The former is
purged of heresy by appeal to the superor authority of the latter. Objections to items
of the true faith are put forward in order to show that they can be successfully refuted.
Thus the approach taken by Abelard which was greeted with such horror in the early
twelfth century becomes, nearly a century and a half later, the accepted method of
theological enquiry and debate.

Having surveyed the major developments in education, and the growth and
characteristics of intellectual life in the twelfth and thirteenth centuries, we now have a

23 On the influence of Aristotle on Western thought, see F. van Steenberghen Aristotle in the West,

The Origins of Latin Aristotelianism.
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context within which to examine the practice and theory of education, both clerical and
secular, within this period.

Boys destined for the religious life probably started school at around the age of
seven, when their education proper was thought to begin. They started by learning the
Latin alphabet, which was written on a board or small pamphlet, and then started to
recognise whole Latin words, learning pronunciation and the rules of plainsong. The
texts used were religious - the psalter and antiphonal, with large letters to aid
recognition.24 The curriculum in the cathedral schools remained largely what it had
been In the monastic schools, although there are significant changes to be seen in the
twelfth century.? It was based on the so-called seven liberal arts and its subject matter
derived from the Greek and Latin heritage. The seven liberal arts originate from the
fifth and sixth centuries when various scholars, fearing that the whole of classical
knowledge, which was rapidly disappearing after the collapse of the Roman Empire,
would be lost forever, set themselves to compiling encyclopaedias of extracts from
various authors on different subjects. = These excerpts became the basis of the
knowledge available to the Middle Ages of their classical heritage. The division into
the seven liberal arts is generally attributed to Martianus Capella whose allegory, The
Marriage of Mercury and Philology introduces the seven handmaids of wisdom, namely
grammar, rhetoric, dialectic, arithmetic, music, geometry and astronomy. These were
generally divided into two groups, grammar, rhetoric and dialectic forming the trivium
and the remaining four the more advanced quadrivium.

Grammar was concerned with the study of Latin, the basic requirement for any
student, and comprised the rules of the language based on the handbooks of Donatus or
Priscian, plus some study of classical literature, notably Virgil and Ovid. Grammar
also included some study of ethics as works of Cicero and Cato were popular school
texts too. Jonathan Nicholls argues convincingly that the presence of such ethical
content, coupled with the necessity for rules for acceptable behaviour in a monastic
community, is the source of the Latin courtesy text tradition, which in the thirteenth
century and later was to become so popular in the vernacular and court environments. 26

24 Nicholas Omme, From Childhood to Chivalry: The Education of the English Kings and
Aristocracy 1066-1530, p. 145.

25 On the medieval curriculum and its development, sce Paul Abelson, The Seven Liberal Arts: A
Study in Medieval Culture, and David Wagner (ed.), The Seven Liberal Arts in the Middle Ages.

26 Jonathan Nicholls, The Matter of Courtesy, pp. 22-44.



19

Rhetoric covered the use of literary devices and embellishments as an extension
from the Roman arts of declamation and oratory. As secular demands increased in the
twelfth and thirteenth centuries, rhetoric began to concern itself with the art of letter
writing (the so-called ars dictaminis) and legal and administrative formulae that the
future court secretary might have need of - and even provided models for the student to
write begging letters home for money! Dialectic covered the art of reasoning and it
was this subject that was to rise into such prominence in the twelfth century, again
fostered by secular pressures since dialectic was the principal weapon of the lawyer.
Bologna was becoming an important centre for the study of law and both civil and
canon law were rising into prominence elsewhere in Europe. The rediscovery of the
previously unknown logical works of Aristotle during the twelfth century also helped to
secure the position of dialectic as the chief of the arts.

By contrast, the mathematical arts of the quadrivium are a poor reflection of the
brilliance of the Greeks in this field. The competence of most students in astronomy,
for example, was limited to the ability to calculate the date of Easter, and was blurred
by a great deal of superstitious interest in astrology. New translations of Greek
scientific works in the latter part of the twelfth century did remedy the situation
somewhat, but the Middle Ages remained predominantly an age of cosmological
speculation, rather than one of interest in observation (though there are some notable
exceptions such as Adelard of Bath).2?  The trivium therefore overshadows the
quadrivium and even in the thirteenth century, lectures on mathematics in the
University of Paris were given on feast days as a kind of treat or light relief from more
serious studies.

Boys could pass on to these higher studies in the universities as young as
fourteen, although many waited until they were older. The medieval universities were
divided into four faculties - arts, law (this meant canon law in Paris where civil law was
initially banned, Bologna remaining the centre for the study of civil law), medicine and
theology. The latter three were regarded as the higher faculties to which admission was
granted only after a scholar had passed through the faculty of arts, where the curriculum
was still based around the seven liberal arts. However, the arts course was principally
concerned with the study of logic, which was the tool to be used in the higher faculties.
By the beginning of the thirteenth century, the study of Latin literature, which enjoyed a
brief return in the mid twelfth century, had virtually disappeared from the grammatical
curriculum as students pressed on towards the attractions of dialectic. Paris had never
been an important centre for the study of Latin literature as Orléans, for example, had

27 Haskins, Studies in Medieval Science, pp. 20-42.
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been in the twelfth century. The standard of Latin, which had been so good in the
twelfth century and left significant works of literature in its own right (such as Gautier
de Chatillon’s Alexandreis), had declined again during the thirteenth, and classical
studies undoubtedly suffered at the hands of other, more popular subjects.28 Students
were more attracted to the higher faculties and here were generally older, the periods of
prescribed study often being long (six years for medicine, twelve for theology). Often
too, they were studying in the higher faculties whilst teaching in the arts, so that there
was quite a range of age and experience amongst the student population.

Given the changing atmosphere of the educational world, it is not surprising that
many clerical writers of this period take up the themes of the theory and practice of
education. Despite the volume of material, a number of common themes recur, partly
revealing common preoccupations, but due also to the writers’ practice of quoting from
common authorities and frequently from each other.

Firstly, most writers agree that those destined for the religious life must be
properly educated to carry out their job. Hildebert, Archbishop of Tours in the early
twelfth century comments, for example : "Tunc nobis subjectos docere debemus; sed
qui docere debet scientiam quam docet, habere oportet" (Then again we ought to teach
those who have been placed under our authority,; but someone who is to teach should
know what he is talking about).2° This may seem to be an extremely obvious remark,
but it is made at a time when the minor clergy and local parish priests may have had
only the most rudimentary knowledge of Latin, sufficient to cope with the Psalter and
set prayers. Guibert de Nogent had earlier remarked upon the lack of teachers available
in his youth and upon the poor knowledge of his first teacher, whom he blames for
beating his pupil who was unable to grasp that which the teacher himself was barely
competent to teach.30  The requirement for priests to be properly educated was
repeatedly emphasised by the Pope and was finally embodied in canon law in Gratian’s

Decretum.

Not only do the clergy need to be educated for the pastoral care of others, but
education is seen to have more positive benefits as well. For many writers the pursuit
of wisdom is synonymous with the pursuit of virtue, and learning is seen as a means of

28 On the rise and fall of literary studies see Introduction to Henri d’Andeli, La Bataille des .vii.
Ars, ed. Louis John Paetow,

29 Sermon LI in PL, CLXXI, col. 594b.

30 See John F. Benton, Self and Society in Medieval France. The Memoirs of Guibert de Nogent,
Book I, Chapter 4, p. 45 and Chapter 5, p. 47.



21

salvation. For example, Honorius of Autun’s De Animae Exsilio et Patria Alias de
Artibus describes the soul of man, exiled in ignorance and trying to return to a state of
wisdom.3!  On its journey the seven liberal arts are seen as the staging posts marking
the way. Similarly, in Alain de Lille’s allegory Anticlaudianus, Nature, grieved at the
fallen state of her great creation, man, sets out to create a new and perfect example.
Prudentia (human wisdom) is appointed to carry man to heaven in order that he might
receive his new soul from God, and the seven liberal arts are called upon to fashion the
chariot for the journey. A specific link is made between spiritual progress and secular
learning. This equation of intellectual advancement with spiritual progress, found in so
many writers of the period, is perhaps attributable to the profound respect then accorded
to classical learning, which was regarded as almost as authoritative as Scripture. It is
also a result of the necessary link between learning and the religious life and of the fact
that education was still almost exclusively within the province of the church at this

time.

However, as we have seen, some writers are more suspicious of secular learning.
Richard of St. Victor says that true wisdom is attained by three means, "studium
operis", "studium meditationis" and "studium orationis" and bemoans the lack of
interest in the last two which are overshadowed by the first.32 Most writers, however,
concentrate on the positive benefits of education, such as the breeding of discipline to
counteract the natural lasciviousness of youth. This is a recurring theme in St. Bernard
(for example, in the Tractatus de ordine vitae et morum institutione), and Peter
Lombard, commenting on Psalm 118, reminds his readers that youth is the time when
discipline and correction are needed to inculcate good behaviour. Monastic discipline
certainly could be quite harsh, especially if the famous recommendations of Lanfranc
were strictly followed. He stipulated very close supervision of boys in his monastery:
one master should sit between every two boys, there should be no physical contact, even
of clothes, and they should not even be allowed to go unsupervised to relieve
themselves at night!33 This is typical of the strongly moralistic view that is often found
in didactic writings that human nature (especially in the young and in women) is
essentially perverse and requires rigorous control. There are those who take a more
moderate view, however.  St. Anselm was known for his gentleness in training

31 PL, CLXXII, col. 1241 ff.

32 De preparatione animi ad contemplationem, chapter 79, PL, CXCVI, col. 56.

33 Decreta pro ordine S. Benedicti, chapter 21, De disciplina puerorum, PL, CL, col. 506.
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novices,34 and Alain de Lille questions the use of corporal punishment as an aid to
learning:-

Quadrupedes adaquare nequis dum percutis 1llos
Nec cogit pueros virga studere rudes.3>

(You cannot bring animals to water while you are beating them, and the cane
does not make boys love their work.)

That learning is a process requiring hard work from the student is, however, often
emphasised. Richard of St. Victor stresses it:

... dubio sine ingenti exercitio, sine frequenti studio, sine ardenti
desiderio, ad perfectam scientiae altitudinem, mens non sublevatur ...36

(It is doubtful whether a mind could ever be raised to the full height of
knowledge withoug a great deal of practice, a consistent level of effort,
and a burning desire..)

as does Philippe de Harvengt, who borrows a Pauline image:-

Sicut enim miles palmam non accipit, qui molli desidia consopitur, qui
laboris impatiens, umbra, plumis, uxoris complexu assidue delinitur, sic
non nisi labore et studio ad excelsa scientiae pervenitur.37

(For a soldier made soft by an easy life, having an aversion to work, and
being always cossetted by shade, cushions and a wife’s embrace, does
not win the prize; and in just the same way there is no getting to the
heights of knowledge without hard work and enthusiasm.)

He also comments in the Epistola ad Hervardum on the necessity of exercising natural
ability so that it may reach its potential, a plea which had been made by both Hugh of
St. Victor and John of Salisbury.

These latter are the authors of the two most important educational works of the
twelfth century, which deserve to be studied in some detail.  Hugh of St. Victor’s
Didascalicon, dating from the late 1120’s, is the first work of educational theory known
to have been written and used in the Middle Ages. Up until the twelfth century the
schools had relied on Quintillian’s Instituto oratoria (first century AD), but judging by
the number and distribution of manuscripts of the Didascalicon, this became widely

e e e ——

34 See Vita Sancti Anselmi Auctore Eadmero in PL, CLVIII, cols. 49-118, quoted in Pierre Riché,
De I’éducation antique a I’éducation chevaleresque, p. 104,

33 Liber de Parabolarum, PL, CCX,col. 587.
36 De preparatione ... col. 56c¢.

37 Epistola ad Engelbertum, PL, CCIII, col. 32b.
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used in the twelfth century, replacing the older work and exerting a significant influence
on subsequent thought and practice.38 The Didascalicon is both comprehensive and
systematic, providing a classification of all subjects, together with a programme of
reading for the student. It is also a positive affirmation of the value of learning and of
human intelligence and it accords to dialectic the prominent place it was to have in the
intellectual life of decades to come. '

Having outlined the origins of philosophy in the first Book of the
Didascalicon,3® Hugh provides in the second a systematic classification of philosophy
into its constituent parts. He uses a basically fourfold division of the arts - into
theoretical, practical, mechanical and logical - with 21 distinct "sciences" subdivided
between them (see diagram overleaf). Although he admits the mechanical arts into his
scheme, he regards them as being of lesser importance than the rest. For the theoretical
and practical arts are assigned to that aspect of wisdom called "understanding" which
"works both for the investigation of truth and the delineation of morals" (I:5), and is
superior to mere "knowledge" or human skills to which the mechanical arts belong. To
this threefold division (knowledge = mechanical arts, understanding = theoretical arts
and practical arts) Hugh adds the logical arts. These are given pride of place, for logic
is

... that discipline which provides ways of distinguishing between modes

of argument and the trains of reasoning themselves....so logic came last

in time, but is first in order. It is logic which ought to be read first by

those beginning the study of philosophy, for it teaches the nature of

words and concepts, without both of which no treatise of philosophy can
be explained rationally. (I:11)

Having thus classified all the branches of learning, Hugh goes on to describe
briefly what is covered by each subject area. Book III opens with a survey of the most
important authors who have written on each subject, drawn entirely from Greek and
Roman classics.  Hugh then proceeds to explain how a student should set about
learning, laying great emphasis on order and method (III:7). He shows how a text
should be expounded, encourages discernment and eagerness to enquire and emphasises
the importance of a life of virtue for the student. He also offers advice on the training
of the memory, an indispensible faculty to the medieval student whose access to books
was restricted, and who relied principally on his memory for a record of what he had
read. Hugh goes into greater detail on this same subject in his De tribus maximis

38 James Bowen, Civilisation of Europe 6th-16th Century, p. 61.

39 All references are to The "Didascalicon” of Hugh of St. Victor, A Medieval Guide to the Arts,
translated by Jerome Taylor.
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circumstantiis gestorum, which deals with the study of history. His approach is
essentially mnemonic: the reader is advised to categorise his memory into time, number
and place so that items can be recalled at will by means of the "tags" associated with
them - when they were learned, where they were located on the page, etc.

The second half of the Didascalicon (Books IV-VI) offers a detailed programme
for the study of theology which Hugh regards as the greatest of the sciences and
superior to secular philosophy (cf IV:1). A similar pattern to the first half is followed.
A classification of what constitutes the subject matter of theology - the Scriptures and
Church Fathers - is followed by hints on how the study of theology should be
approached.

Hugh’s approach to learning is characterised by his practicality. He wishes to
facilitate the learning process, which he regards as of supreme importance, and offers a
framework in which the student can work. His scheme i1s almost entirely learner-
orientated. He makes no attempt to describe a systematic method of teaching, although
the work clearly was used as a schoolmaster’s manual by his successors. Hugh is
greatly concerned with the personality of the student and his aptitudes, and above all
with the visible outworking of wisdom in the shape of virtue. Hugh is typical of
medieval educational theorists in that learning is inseparable from virtue in his scheme,
although this is partly attributable to the fact that he is writing for those destined for a
life dedicated to God in a monastery. He sums up his view of learning as follows:-

Three things are necessary for those who study: natural endowmeht,

practice and discipline. By natural endowment is meant that they must

be able to grasp easily what they hear and to retain firmly what they

grasp; by practice is meant that they must cultivate by assiduous effort

the natural endowment they have; and by discipline is meant that, by
leading a praiseworthy life, they must combine moral behaviour with

their knowledge. (II1:6)

This emphasis on the individual student sets the scene for the growing
awareness of the individual discernible in the twelfth century, which is part of a more
positive view of matters human. The Didascalicon is pervaded by an optimistic view

of the efficacy of human learning. In Book I Hugh describes the search for wisdom as
a means of regaining our prelapsarian state:-

But we are restored through instruction, so that we may recognise our
nature and learn not to seek outside ourselves what we can find within.
"The highest curative in life", therefore, is the pursuit of wisdom: he
who finds it is happy, and he who possesses it, blessed. (I:1)

This affirmation of human effort is balanced in Hugh by a mystic and
contemplative tendency that prevents him ever going so far in praise of human



26

reasoning in matters divine as Peter Abelard. He is, and remains, a product of the
monastic tradition. Education is only the first part of the route to perfection:-
There are four things in which the life of just men is now practiced and

raised, as it were by certain steps, to its future perfection - namely study
or instruction, meditation, prayer and performance. (V:9)

The spirit of Christian humanism of the twelfth century is perhaps best
represented by John of Salisbury in his Metalogicon. This defence of the verbal and
logical arts addresses some of the important educational preoccupations of its time. It
is a positive affirmation of the dialectical reasoning that had been shaping intellectual
thought since the time of Anselm of Bec in the eleventh century and was to remain the
dominant intellectual mode until the Renaissance. John also presents a reasoned
assessment of the relationship between nature and nurture, ever an educational chestnut,

and he offers a perceptive critique of the pedagogical practices (and abuses) of the day.

In the second Book of the Metalogicon, John asserts the primacy of logic for all
philosophic enquiry: "It provides methods whereby we may distinguish what is true
from what is false and what is necessary from what is impossible" (II:3).40  Expressed
in these terms it is easy to understand the great promise that a rigorous dialectical
methodology held for those whose aim in philosophising was to arrive at an ultimate
truth. To John of Salisbury, however, belongs not so much credit for the affirmation of
logic, but rather a plea for its correct use, for he was quick to realise the abuses to which
dialectical disputations were subject. He accuses his claimed "enemy", Cornificius, 1n
answer to whom the Metalogicon was written, of neglecting all studies except dialectic,
and of spending time in futile reasoning over ftrivial points, merely for the sake of
scoring off an opponent. Such superficiality is poor scholarship and contributes little to
the search for truth.4l John suggests that it may arise from purely financial motives for
dialectic had the added attraction of usefulness in the professional sphere, notably in the
legal field which was rapidly growing.

The second great argument of the Metalogicon centres on the relationship
between nature and nurture. Cornificius and his like ignore a thorough grounding in
the liberal arts, claiming that such effort is waste of time:-

40 All references are to Daniel D. McGarry, The Metalogicon of John of Salisbury: A Twelfth-
Century Defense of the Verbal and Logical Arts of the Trivium,
41 Daniel D. McGarry, *Educational Theory in the Metalogicon of John of Salisbury’, p.674,

suggests that John astutely forsees here the subsequent degeneration of the scholastic method in
the later Middle Ages.
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In the judgement of Cornificius (if a false opinion may be called a
judgement) there is no point in studying the rules of eloquence, which is
a gift that 1s either conceded or denied to each individual by nature.
Work and diligence are superfluous where nature has spontaneously and
gratuitously bestowed eloquence, whereas they are futile and silly where
she has refused to grant it. (1:6)

John, by contrast, advocates the practice and study of the arts. He demolishes the
Cornifician position by showing that the arts derive from nature in the first place; hence
if nature is to be accorded primacy, the arts, her offspring, cannot be ignored:-

The mother of the arts is nature, to despise whose progeny amounts to
insulting their parent. Natural ability should accordingly be diligently
cultivated. (I:11)

John’s position is to favour cooperation between nature and nurture, although he also
strongly urges the case for the latter:-

Although the gifts of nature are definitely helpful, they are never or
rarely so effective that they are fully realized without study. Nothing is
so strong and robust that it cannot be enfeebled by neglect, nothing so
well constructed that it cannot be razed. On the other hand, diligent
application can build up and preserve the lowest degree of natural talent.
If nature is propitious, it should be industriously cultivated, rather than
neglected, so that its fruits may be readily harvested. On the other hand,
if nature is unbenign, it should be nursed even more carefully, so that,

with the aid of virtue, it may more happily and gloriously grow strong.

(I:8)

However, he does sound a note of moderation:-

At the same time, study should be moderated by recreation, so that while
one’s natural ability waxes strong with the former, it may be refreshed by
the latter. A certain very wise man (whom I thank for his statement) has

said: "While innate ability proceeds from nature, it is fostered by use

and sharpened by moderate exercise, but it is dulled by excessive work".
(I:11)

This last statement illustrates John’s interest in a proper pedagogical method.
He gives us a famous picture of the great teacher, Bernard of Chartres, carefully
explaining a text to his students and taking steps to ensure that they absorbed and
retained all he told them (I:24, pp 67-68). Bernard’s insistence on repetitions of
previous days’ lessons and his ability to adapt what he was saying to match his hearers’
level clearly impresses John who implies it was all too rare a phenomenon. John

likewise praises the ability of Abelard, whom he would have heard in Paris, to
communicate clearly and simply:-

... he preferred to instruct his disciples and expedite -their progress by
more elementary explanations, rather than to lose them by diving too
deep into this question [of universals]. He very carefully tried to
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observe what Augustine laid down as a universal rule: he concentrated
on explaining things so that they could be easily understood. (III:1)

Elsewhere John scoms those teachers whose aim seems merely to obfuscate and baffle
their students with a show of their own great learmning. He also scorns those, like

Cornificius, who make their lectures as complicated and learned-sounding as possible,
and indulge in trivial disputations in order that their own reputation may be enhanced,
but with little thought for those who are trying to learn from them.

Educational practice in the mid-twelfth century was such that this kind of abuse
was rife. There was no agreed pedagogical method laid down for all to follow,
although Hugh of St. Victor’s Didascalicon was widely copied and circulated. Neither
was there any training for the teacher. Again, before the founding of the universities,
the lack of rigid educational structures meant that learning tended to follow particular
trends, with students flocking to hear one or other of the great intellects of the time as
they rose into prominence. Hence the students deserted William of Champeaux and
rushed to hear Abelard in the early 1100’s in Paris. Masters were in a somewhat
precarious position, and in order to build up a following amongst students they had to
make their presence felt in academic circles. John complains that:-

Each, to make a name for himself, coins his own special error.

Wherewith, while promising to correct his master, he sets himself up as a

target for correction and condemnation by his own disciples as well as by
posterity. (II:18)

Given their precarious existence, it 1s hardly surprising that masters should, like any
other group of professional people, form themselves into a guild to protect their own
interests. From the latter half of the twelfth century onwards there are references to a
universitas of masters in Paris, forming the nucleus of what, a few decades later, was to
become the first university in Europe.

The quality of thought illustrated by Hugh and John, and the high profile of
education are not restricted to the purely academic world. The writers of the thirteenth
century particularly, began to turn their attention to the theory of education for royal

and aristocratic children, although here practice was less uniform than in the academic
sphere and the gap between theory and practice was probably greater. Families would

use whatever resources they had available to equip their children to fulfil their later
roles in life, and much would have depended on the wealth, status and individual
inclinations of parents and children. However, certain general principles of education
do emerge. |
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Breadth of education was a feature much valued, especially in the early years
when the differentiation between secular and clerical training was not as rigorous as we
might suppose.#2 The educational theorists who wrote the "miroirs de prince" suggest
that breadth of education was the 1deal to aim for, but there was also a practical aspect
to the question. A younger son destined for the church might well find himself heir to
an estate if his older brother(s) died early, or an elder son, like Abelard, might find he
preferred a life of letters to that of arms and opt for a church career, leaving the running
of the estate to a younger brother. Hence the early education of children was generally
as wide as resources would permit. At the age of seven or thereabouts, the education of
a boy would begin. He might well have a master to supervise him and would receive
basic literacy training as well as the beginnings of military training, although this latter
would not start in earnest until he was about fourteen and nearer physical maturity.
Skills in horse- and weaponmanship were fostered also in the medieval practice of
hunting, viewed partly as a preparation for war. Hunting was also a recognised social
skill, forming, along with dice and chess, an important part of the entertainment of court
and castle life. Much non-academic education was geared towards acquiring the social

skills that fitted a child for that life.

The standard of literacy achieved by the laity in France at this time is not easy to
assess.43 Two facts must be remembered: firstly literacy was understood to mean Latin
literacy, and secondly the ability to read did not necessarily imply the ability to write.
Charlemagne, for example, remembered as a learned king, could read Latin fluently, but
never had the time to learn to write. The twelfth and thirteenth centuries do appear to
mark an upturn in lay literacy, although this concerns only the small percentage of the
population at the top end of the social scale - the peasantry were uniformly illiterate.
The sons of noblemen in the eleventh century were beginning to receive some training
in letters, which had been rare in the tenth century, and the trend gathered momentum
during the twelfth century. Just how much of the academic curriculum was available to
those who were literate is also extremely difficult to assess. The laity benefitted
indirectly from the growth of interest in scholarship amongst clerics and the move of
schools from the monasteries to the towns. For example, as students flocked to hear
the latest teacher, they needed to raise money to pay for lodgings and lectures and were
thus a ready source of masters for noble children. John of Salisbury supported himself
in Paris in this way, and his comment on his pupils’ keen questioning suggests he was
teaching them at more than simply a basic level:-

42 See, for example, Nicholas Orme, From Childhood to Chivalry, chapter 1, pp. 36 ff.

43 On the question of literacy in medieval Europe, see James Westfall Thompson, The Literacy of
the Laity in the Middle Ages, and Brian Stock, The Implications of Literacy.
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Meanwhile I took as pupils the children of nobles who in return provided
for my material necessities... In this capacity, because of my duties, and
the insistent questions raised by the youths, I was forced frequently to
recall what I had previously heard. (11:10)

The French monarchy appears to have taken a lead in raising cultural standards,
and from the twelfth century onwards there are frequent references to the standard of
learning of some kings, notably Philip I, Louis VIII and IX, the last of whom is
certainly the most famous. These kings patronised men of letters, fostering the writing,
copying and collecting of books.

It was common practice for boys (and girls) to be sent away from home for some
part of their education, preferably to an influential household. Thus noble children had
companionship and the opportunity to forge contacts that would stand them in good
stead in later life. In this way too, they learned social know-how at first hand, and even
performed quite menial tasks, such as waiting at table.

As was the case in the academic sphere, there is a genuine interest shown by
writers of this period in the proper education of children, as we shall see. There is a
wide diversity of style and flavour, depending on the genre within which the work is
conceived, but there is also, as we would expect, a degree of cross-fertilization, and a
reliance upon sources from the classics, similar to that found in clerical education. It is
therefore worth looking at examples from a wide range of different types to form an
overall picture of the view of children’s upbringing in the twelfth and thirteenth

centuries.

The Dominicans, whose interest in university education in the thirteenth century
was noted earlier, had a parallel interest in education in the aristocratic sphere, seeking
to secure influence in the highest levels of society. One of their most important
members in the thirteenth century was Vincent de Beauvais, known best as the compiler
of the first of the great medieval encyclopaedias.4 He enjoyed the patronage of the
French king St. Louis who summoned him to live in the abbey near his own royal
residence and allowed him to preach at the royal court.  Louis subsidised the
production of Vincent’s encyclopaedia, the Speculum Maius, and it was also for his
royal patron that Vincent composed his educational work De eruditione filiorum
nobilium, although he does not appear actually to have been in charge himself of the
education of the royal children. Louis himself was interested in providing good
educational precepts for his children, as shown by two works of his, the Enseignement

44 On Vincent de Beauvais, see Astrik L. Gabriel, The Educational Ideas of Vincent de Beauvais.
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de Saint Loys a sa fille Isabelle and the Enseignement de Saint Loys a son fils.45 The
advice he gives his children is predominantly religious, emphasising the importance of
faith and religious observance. @ He enjoins good moral principles on Isabelle -
obedience to her husband and parents, the practice of virtue as an example to others.
The advice to the son is broader, covering advice on choosing counsellors, avoiding war
and adopting a moderate lifestyle, as well as honouring his parents and protecting the
poor and the church. Clearly Louis shared the growing interest of the times in proper
educational principles, and was an important patron in the educational sphere.

Vincent de Beauvais is an interesting author to consider, for he writes both on
clerical education, and on non-clerical education, and on the latter both as an
encyclopaedist (in the Speculum Doctrinale) and as a moralist (in his De eruditione

filiorum nobilium). Michael Goodich comments on the usefulness of the
encyclopaedias as a source of information about childrearing.46 Although they are not

original, being rather collections of citations from standard authorities on different
matters, he believes they do represent a summary of current views in the choice of
authorities selected. = Moreover, he emphasises that the encyclopaedic tradition
provides a good balance to the moral tradition (often rather austere in outlook) by its
more liberal approach and broader base that considers the physical as well as the moral
aspects of childrearing.

Vincent’s Speculum Maius is divided into three parts: the naturale (dealing with
matters concerning the world and the heavens), the historiale (dealing with the whole of
history from Adam and Eve to the present), and the doctrinale which, from an
educational point of view, is the most important. Like Hugh of St. Victor, whose
Didascalicon he follows closely and quotes liberally, Vincent declares his belief that the
pursuit of wisdom, via the acquisition of knowledge, redeems man from his fallen state.
This is the framework within which he assembles his sum of knowledge in the sixteen
books which follow. These cover a wide range of subjects from grammar and logic,
through family life and order, political and social order to practical skills, medicine,
mathematics and finally theology. There are some 2,000 chapters to this huge piece of
work, making it a vast repository of the state of learning available to the thirteenth-
century student. Educational theornsing 1s found in the introductory chapter where
Yincent gives a discussion of pedagogical method. There is little that is innovative and
the argumént closely follows the Didascalicon in the discussion of the need for

45 The Old French text for these can be found in Recueil des historiens des Gaules et de la France,
ed. Daunou & Naudet, Paris, 1840, Vol XX, p. 302, note 2 and pp. 26-7 respectively.

46 Michael Goodich, ’Encyclopaedic Literature: Child-rearing in the Middle Ages’.
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diligence and discipline in the student, whose pursuit of wisdom should be a pursuit of
virtue. '

The most interesting section of the Speculum Doctrinale for information on non-
clerical education is that on medicine (Book XII). Vincent gives a detailed guide on
paediatric care, from the feeding of young infants to the start of schooling at the age of
six. He shows a clear understanding of the child’s physical and, interestingly,
psychological needs, commenting on the need for harmony of body and soul to his
wellbeing (XII:31). When it comes to learning, the teacher must be sufficiently slow
and methodical. Physical education is also important, and should start at the age of
twelve. The whole educational process should take account of the child’s own needs -
for example he will need time for sleep and relaxation - and of his future role in life -
those whose profession will require physical strength will need appropriate feeding and
training when young. Vincent reveals himself in these recommendations to be a
practical and perceptive observer of children and their upbringing.

Much of the thought of the Speculum Doctrinale recurs in De eruditione
filiorum nobilium, but the latter is considerably more moral in tone. This too is not an
original work, but a collation of past authorities sacred and profane, notably Quintillian,
Jerome and Hugh of St. Victor. It appears to have been well considered in its time and
was known and used by later writers such as William of Perrault and Christine de Pizan.
Nicholas Orme sees it as a significant turning point in educational writing because "it
brought to the education of kings and noblemen the high standards and sophisticated
concepts which had previously been confined to the educations of clerics and
scholars".4?7 Many of the ideas applied to clerical education in the Speculum Maius and
in Vincent’s sources are now applied more generally. Indeed, in the view of Josef
Réder, Vincent uses the De eruditione as an opportunity to discourse on education in
general, such was the prevailing interest in the question.48

However, there is a distinctly moral tone to the work, which derives from
Vincent’s 1nitial premiss that education is necessary to curb the natural concupiscence
of the young. They need enlightenment of the intellect to overcome the ignorance that
breeds moral turpitude, and must be subjected to discipline and correction. The moral
tone comes out most strongly in his treatment of the education of girls in the final
chapters. Much of the material is taken from Jerome, lending it a distinctly misogynist

47 Nicholas Orme From Childhood to Chivalry, p. 92.

48 Josef Roder, Das Fiirstenbild in den mittelalterlichen Fiirstenspiegeln auf Franzézischem
Boden, p. 38.
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flavour. Girls are seen as naturally tending to silliness and vice (especially sexual).
The advice given, therefore, concentrates on the preservation of chastity through close
supervision.

The De eruditione offers practical guidance on finding a good tutor, which is
indeed the starting point for ensuring a good education for one’s children. A tutor must
exhibit excellent moral gualities as well as excellent pedagogical skills. This is not only
a moral suggestion, it is also sensible, since a tutor in the Middle Ages was often
virtually in loco parentis to his charges. The necessity of finding a good tutor is a
recurrent theme in works on secular education. William of Perrault (De eruditione
principum) sets great store by a good upbringing which requires the careful attention of
the parents, especially in the selection of a tutor who must be of irreproachable
character (V:2,9,11). Aegidius Romanus whose De Regimi