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Abstract
The practices of articulating, defining, and studycritical thinking as an objective of
any liberal arts discipline are difficult at belSkperienced teachers may have a good
sense of how critical thinking can be encourageidoght, but may have difficulties
in finding valid and reliable ways of assessingicai thinking outcomes. Moreover,
few measures exists that track how students pex@eid understand critical thinking
practice both in and outside the classroom. Thidystompared student perceptions
of critical thinking practice in four types of caas offered at an English immersion
liberal arts university in Japan. Students wereiplexd with an on-line survey
containing 80 items describing critical thinkingaptices in interpretation, analysis,
evaluation, inference, explanation, and self-retjuta Upper-class students (N=62)
identified third and fourth year content coursagytd in English by a single instructor
as the type of course in which critical thinkinggtice was significantly more
prevalent compared to both English and Japanegeage courses taught by a single
instructor, as well as to"2" year team-taught content courses taught in English
First year students (N=48) identified single instar English language courses as the
type of course for which they perceived criticahiting practice to be most prevalent.
These results are discussed in the context ofdssessment of critical thinking
practice by type of course as well as by individnatructor.Key words critical
thinking assessment, liberal arts, English immex,sstudent perceptions, on-line

survey.
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The mission statements of colleges and universifilen explicitly underscore the
importance of critical thinking. Indeed, disciplshacross the spectrum of higher
education reinforce the necessity of critical timgkthroughout the trajectories of
their own array of courses (Goldsmid &Wilson, 19B@;Peck, 1990; Grauerholz &
Bouma-Holtrop, 2003). Miyazaki International Coke@IC), the English-based
liberal arts college in southern Kyushu, Japamhath we teach, has at the core of its
academic program a “philosophy of critical thinKifiy1IC, 2011a:4). “This
philosophy asserts that academic capability isaequired through passive reading of
text or listening to lectures, but is achieved tigio explorative activities that require
students to be actively engaged in reading, wriind discussion as part of the process
of problem solving. Through this kind of “activeat@ing” (initiative based learning)
students engage in the dynamic development of higialer thinking skills that enable
them to analyze, synthesize, evaluate and crebuel’ )

The practices of articulating, defining and studyiiBaker, 1981; Geerston,
2003) critical thinking as an objective of any diine are difficult at best
(Grauerholz & Bouma-Holtrop, 2003). In a ratherebrbut telling explanation,
Grauerholz and Bouma-Holtrop (2003) note the paditiks critical thinking presents
for researchers:

Critical thinking seems to be much like good ar& know it
when we see it, we have some sense of how we might

encourage or even teach it, but we are not suretb@ssess
or measure it. (p.485)

Rather than pursuing what definitively constituteical thinking or trying to
defin€" sharply the boundary between this concept and sthelar interpretive

ventures (i.e. logic, reason, hermeneutics, dics)drticle focuses on how student

1For a review of definitions of critical thinking asderstood in the social sciences, across thelibgs curriculum,
and in the natural and medical sciences, see Gralze® Bouma-Holtrop(2003); Verbeek (2006).



perceptions of critical thinking practice may ba&ckked across a four-year liberal arts
curriculum.

At MIC student development is assessed througlmeutaur years both in and
outside the classroom. English skills are reguleeted via level exams and TOEIC.
However, critical thinking is difficult to assesmwbjective measures. This situation
has created problems in explaining what, beyondigngkills and overseas
experience, MIC graduates have to offer the jolketacritical thinking skillsper se
are often couched as problem-solving or commumvieakills. Nonetheless, the
attributes MIC students display in internships amdrviews have helped the college
maintain a high percentage of job placement fogrégluates relative to that of other
tertiary institutions in Japan (MIC 2011b:38).

One venue for potential assessment of engagemeritigal thinking has
been the course evaluation survey conducted in@ash near the end of each
semester (Appendix I). In early 2010 an ad hoc Kéi€lilty committee was formed to
review and possibly revise the course evaluationesu One of the first actions of the
committee was to conduct a detailed comparisorat# dy type of course generated
by the course evaluation instrument over eight séeng (2005-2008) ['MIC Student
Feedback on Teaching. Some Questions and Preliymmalyses.” Committee report
available upon request]. The committee quicklyizeal that the critical thinking
section of the survey deserved improvement asdlegitem referring to critical
thinking, “[the instructor] encouraged critical tking,” showed either poor or no
correlation with the other items on the form andweated inconsistently across the
different types of courses [i.e. language; integfgteam-taught); specialized] that

were evaluated.



As committee members noted that meanings assoaidtiedcritical
thinking” had their obvious limitations and may kain effect, contributed to the
variance in the results, critical thinking became point of departure for further
investigation. Most of the students at MIC havense 12 in the Japanese school
system. The three years of Japanese middle schddiligh school tend to be
conducted in a teacher / text-centered transmisgide with little requirement for
active learner participation. For example, comnmenan a lack of active learned
participation within Japanese education, KawastanaPetrini (2004 cited in

Verbeek, 2006) state:

Learning skills that require students to formultteir own

questions in academia or social events are notueaged,

and neither are autonomy and independent lear@ithgyf

which have been associated with the cultivatiorcritical

thinking skills and dispositions.
Similarly, Nishibata (2010) noted that “until treguation is remedied education will
continue to be limited and stagnant” (p. 229).

In addition to an educational background that matye conducive to the
development of critical thinking skills, the comtei also focused on the Japanese
translation of the term “critical thinking” as tleewas some concern that term itself
may be problematic. On the current evaluation fdhma,term “critical thinking” is
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translated as /& E#] which, broken into its component parts mean§i |
mondai “problem / question” and [ Ei#] ishiki “consciousness.” The lack of a

clear and corresponding translation suggests thdéests may either misinterpret or

experience confusion when answering a single questbout critical thinking.



Outcomes assessments of instruction are commordgumned through student
evaluation of teaching (SET) instruments. In a gangurvey of overall methods, a
great deal of variation can result from such isagadministering SETs consisting of
different class sizes (Bedard & Kuhn, 2008; BalarSl&annon, 2010); among in-class
and online instruments (Sorenson & Reiner, 2003nDeyer, Baum, Hanna &
Chapman, 2004); between gualitative and quantéatata gathering (Nasser-Abu
Alhija, & Fresko, 2009); and, of course, throughdifterent geographical regions
that place different values upon the meaning of@mes (Burden 2008; Davies,
Hirschberg, Lye, & Johnston, 2010). When designegerly, the results of these SET
instruments may serve to verify instructor perfonge(Mason, Steagall, & Fabritius,
1995) and increase students’ sense of participatitime educational experience.

Conversely, a number of these instruments hauwenas, proven problematic
to the careers of instructors (Newton, 1988; Sm@a02; Stark-Wroblewski,
Ahlering, & Brill 2007), as well as depicting studs’ educational experience
inaccuratelylf, for example, a survey instrument combines sehiggms that bear no
logical relation to each other and then somehownsanzes these items by
generating an overall average, it would follow thath an average or summarized
score would be arbitrary at best. Furthermoreychsaggregated items have this
tenuous relationship, there would be no real fasimterpreting what is actually
being measured. With this line of reasoning, soamlars have emphasized a
multidimensional approach geared toward capturilagger breadth of items, and

thus illustrating a more thorough and detailed eat@bn of all educational

2Indeed, it has been noted by several scholargltleato the limitations of some instruments, soleetielence upon
these evaluations for the retention, promotiontendre of faculty may be equivalent to fosterirfgran of
pseudoscience, rather than anything resemblingdieatific rigor fostered by higher education. Siéés, Naegle &
Bartkus (2009) and Sproule (2002).



performances (Marsh, 1982; March and Hocevar, 1991)

The intersection of these SET instruments and aur focus on the
measurement of critical thinking is lacking in tbogh research across the social
sciences, and has thus created several limitatiwnesearchers. Among these
limitations are the arguments that the ambiguitthefterm critical thinking, as well
as the lack of definitive research about it engesnidabstantial speculation as to
whether or not critical thinking can even be taugitPeck, 1985; 1990). It may
follow then, that measuring critical thinking isuadly challenging. To complicate
these and other matters associated with researchtmal thinking, located at the
intersection of these limitations are difficultiesinterpreting evaluative data as a
measure of student outcomes.

In spite of conceptual and practical difficultiesch as discussed above,
incorporating student data generated through selfiting methods (Shepelak et al,
1992; Tam, Pak, Hui, Kwan, & Goh, 2010) as welyaantitative and qualitative
surveys (Stoecker, Schmidbauer, Mullin, & Young93)p has certainly given way to
promising departures in research on critical tmgkin higher education (cf. Verbeek,
2006). Here we report on our committee’s develogmaaministration, and analysis
of a multi-scale on-line survey designed to traicklent perceptions of the teaching of

critical thinking skills across the four-year cetium at MIC.

Method
The ad hoc course evaluation committee comprisékdecduthors and Gregory Dunne,
acted as both a collegial advisory group as wedl essearch team interested in

exploring the possibilities of creating a usefulige evaluation instrument. Meeting



bi-weekly for roughly a nine-month period, we walde to review literature on

course assessments; discuss the advantages atvbdisaes that evaluations present
for faculty, students and staff; assess the sthesrmghd weakness of our own current
evaluation instrument; devise a novel critical kg practice evaluation instrument,
the Critical Thinking Survey (CTS); run this ingtnant as a pilot; and finally, analyze
the data that this new instrument generated. The @$earch was reviewed and

approved by the Testing, Research and Assessmemin@iee (TRAC) at MIC.

Critical Thinking Survey (CTS)

In order to provide students with an understandabteaccessible format for
comprehending the concept of critical thinking, toenmittee identified specific
examples of critical thinking in subject areas witthe two main learning divisions
of the humanities and the social sciences at MiferAonsulting with various
faculty members from both of these divisions albmw critical thinking is assessed
and recognized in their respective disciplines,cimittee then generated a list of
items that captured the larger breadth of theigsstions.

Survey scales and subscal&ke decision was made to incorporate the skills
and sub skills of Facione [1990 adapted by Verl{2ék6)] into the item descriptors
of critical thinking. An initial list of 110 itemwas created but was reduced to 80
items (Appendix 1) in the interests of keeping Hugvey to a manageable length. The
expertise and cooperation of bilingual faculty ataff was sought to translate these
items into Japanese to ensure that students haghtios to read items in both

languages.



Table 1. Scales and sub-scales of the CriticalkihghSurvey (CTS).

Main scale Sub-scales Number of items

Interpretation Decoding significance
Categorization
Clarifying meaning
Analysis Examining ideas
Identifying arguments
Analyzing arguments
Evaluation Assessing claims
Assessing arguments
Inference Querying evidence
Conjecturing alternatives
Drawing conclusions
Explanation Stating results
Presenting arguments
Self-regulation Self-examination
Self-correction

Ol = ol o1 01 ;o
Bnd9nu oo ol

Total 80

Table 1 presents the grouping of the final 80 spitems by 6 main scales and
their corresponding sub-scales (N=15) that retleetFacione (1990) critical thinking
skills and sub-skills. The 80 items were listedlo® survey in random order. Student
participants were asked to check a box next to ehtie following course type
labels: Japanese language courses, English langoagge, Other language courses
Team-taught courses, and/8" year courses, for the aspect of critical thinking
represented by the respective item that in themiop was practiced in that particular
type of course. For each item students were askeleck all boxes that applied.
Through this method the students were asked far tiemory-based perceptions of
critical thinking practice by type of course. Thetal generated in this fashion thus

provide insight into how students perceived sintikes and differences in the

3Not included in the present analysis.



classroom practice of critical thinking across M curriculum. These data do not,
however, provide insight into how students evaldatelividual courses or instructors
on critical thinking practice.

On-line administration In order to improve the survey-taking proces® th
committee decided to trial putting the new surveyline. The regular paper version
of the MIC course evaluation is given in-classtet &nd of each semester and this
practice takes up valuable classroom time and neetle supervised by faculty not
being evaluated. An on-line survey would allow domore sensible use of student and
faculty time. The other important benefit of an lore mode would be ease of data
collection, manipulation, transmission to stakekotdand the creation of a databank
of responses. With technical expertise and coojperfitom the system administrator,
an on-line version of the CTS was developed andiradtared to a sample of 48 first
year students and 62 third and fourth year studduntisig the beginning of the 2011
fall semester.

Student samplingAll students present on campus during the plartimed of
administration (i.e. excluding™® year students on student abroad) were formally
asked to voluntarily participate in the CTS. Howewatially only a small percentage
of them actually did so. Faced with this situatithrg authors encouraged the students
in their own courses to take the survey and in soases escorted them to a computer
lab to take the survey. Teachers of other coumsgsrticular those teaching Japanese
language courses, did the same. These joint faceffiyrts resulted in a total
convenience sample of 110 students on which thiysesthat follow are based.

Students took approximately 10 to 15 minutes tomete the CTS and their

responses were stored by student ID. Prior to the@yses the student IDs were
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replaced by randomly assigned serial numbers thegrmg the confidential nature of
their participation.
Results

1. Statistical Analysis

Student responses were downloaded from the sendegrgtered in a single
data file. For each checked box in a student reaoralue of 1 was recorded and for
each blank box a value of O (zero) and these saefedata were used for all analyses
reported below. Analysis of Variance (ANOVA) antests were used to test for
differences among type of course and critical timglscales and sub-scales. We used
two-tailed tests throughout. Controls for uneq@ahple size and variances were used
when necessary. We first analyzed the responsié® difst year students followed by
those of the third and fourth year students. Fnale compared the responses of the
first year students to those of the third and foyear students for the type of courses
that both cohorts experienced so far, i.e. Japdaageage courses, English courses

and Team-taught courses.

I Japanese Courses
0.7 =— = 1 English Courses

0.6 T . Team-Taught Courses
0.5
0.4
0.3

MEAN RATING

0.2
0.1

. ||
Interpretation  Analysis Evaluation Inference Explanation Self-regulation
Critical Thinking Category

*p <0.05; **p <0.01

Figure 1. Main categories of critical thinking $kiitems selected by first year
students for Japanese-, English-, and Team-tawginses. Mean (range: 0-1) + SEM

are shown.
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First Year Students (N=48)

Analysis by main critical thinking skills categofywo-way ANOVA with
critical thinking skill {nterpretation analysis evaluation inference explanation
self-regulation and type of course (Japanese courses, Englissenuream-taught
courses) as main factors was used for the initialysis. There was a significant main
effect for type of course; ;2 g46= 21.14.p < 0.0001, but not for critical thinking skill,
F 5.846= 0.75,p = 0.59, nor for the interactiof, 10 g46= 0.60,p = 0.82.

Post-hoc Bonferroni tests showed timerpretationitems were selected more
often for the English courses compared to botRl#panese coursgs< 0.05) and
Team-Taught Coursep € 0.01) [Fig. 1; Table 3]. In additioeyaluationitems were
selected more often for the English courses condparéhe Team-taught coursgs<
0.05), and the same pattern was foundefglanation(p < 0.05) andself-regulation
(p < 0.05) [Fig. 1; Table 3]. No significant differegs were found between Japanese
Courses and Team Taught Courses. Taken togetssr ithigal results suggest that the
first year students differentiated between thedlhypes of courses and preferentially
linked the teaching ahterpretation evaluation explanation andself-regulation
skills to the English courses.

Analysis by critical thinking sub skillsSeparate two-way ANOVAS were
conducted to explore which critical thinking sulillskcontributed significantly to the
course differences innterpretation evaluation explanation and self-regulation
Each follow-up two-way ANOVA showed a significantim effect for type of course
(p < 0.001;p < 0.05;p < 0.001,p < 0.001, respectively), but not for critical thing

sub skill nor for the interaction.
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Table 2. Post hoc comparison of critical thinkindp skill items selections by*lyear

students by type of course. Mean (range 0-1) + SEdshown.

Type of Course

Main skill/sub skill Japanese English Team-taught

Interpretation

Decoding significance 0.31 (0.05) 0.55 (0.06) 0.31(0.05)

p<0.01 p<0.01
Categorization 0.44 (0.06) 0.50 (0.06) 0.35(0.06)
Clarifying meaning 0.35 (0.05) 0.65 (0.04) 0.38(0.06)
p<0.001 p<0.01

Evaluation

Assessing claims 0.36 (0.05) 0.42 (0.06) 0.23(0.05)
p<0.05

Assessing arguments 0.47 (0.05) 0.45 (0.06) 0.35 (0.06)

Explanation

Stating results 0.50 (0.05) 0.50 (0.06) 0.28 (0.05)
p<0.01

Presenting arguments 0.48 (0.05) 0.52 (0.05) 0.32 (0.05)
p<0.05

Self-requlation

Self-examination 0.36 (0.05) 0.55 (0.05) 0.30 (0.05)
p<0.01

Self-correction 0.36 (0.05) 0.48 (0.06) 0.30 (0.05)
p< 0.05

lJapanese courses > Team-taught coupse$).01.
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The results of Bonferroni posttests are summarizd@ble 2. As shown, there
were no significant differences among the coursather for theinterpretationsub
skill categorizatiomor for theevaluationsub skillassessing arguments

The course differences on sub skills revealed ypibsttests mirrored those
found for the main skills; noticeably, compared Tieam-taught courses, students
preferentially associated the teaching of all bub ©f the selected critical thinking
sub skills with the English courses. Iltems beloggia theinterpretation sub skill
categories decoding significanceand clarifying meaning were also selected
significantly more often for the English coursesnpared to for the Japanese courses.
There were no significant differences between Jegarcourses and Team-taught
courses with the sole exception of thlanationsub skill categorgtating resultdor

which students favored the Japanese courses.

— Kk Axk Sokk Kk

Interpretation Analysis Evaluation Inference Explanation Self-regulation
CRITICAL THINKING CATEGORY

KKk

ez Japanese Courses
1 English Courses

EZ=E Team-Taught Courses
I 3rd/4th Year Courses

MEAN RATING
IS}
e

***p <0.001

Figure 2. Main categories of critical thinking $kiltems selected by third and fourth
year students for Japanese-, English-, Team-taughtt /4™ year courses. Mean

(range:0-1) + SEM are shown.
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Third and Fourth Year Students (N=62)

Two-way ANOVA revealed a significant main effectr foype of course
(Japanese-, English-, Team-taught-, aff43 year courses)F 31464 = 95.99,p <
0.0001, but neither for main critical thinking ogtey, F 5 1464= 1.32,p = 0.25, nor for
the interactionF 15 1464= 0.55,p = 0.92.

Bonferroni posttests indicated that for each of shemain critical thinking
skill categories the third and fourth year studesgiected %/4™ courses significantly
more often compared to English courges 0.001), Japanese Coursps<(0.001), as
well as the Team-taught coursg@s<(0.001) [Fig. 2]. No significant differences were
found among the Japanese courses, English courdeBeam-taught courses for any

of the main critical thinking categories.

Comparison of the Critical Thinking Selections dfsk Year Students (N=48) and
Third and Fourth Year students (N=62).

The critical thinking selections of the second sster first year students and

the third and fourth year students were comparedhe type of courses that both
cohorts experienced: Japanese language coursebshEngurses and Team-taught
courses. Unpaired t-tests with Welch’s correctiorcontrol for unequal sample size
and unequal variance were used for this comparisba.results of this analysis are
summarized in Table 3. The comparison showed tiatsélections of the first year
students (shown in bold face) significantly exceettmse of the third and fourth year
students for both the Japanese language coursebheaiithglish courses, but not for

the Team-taught courses.
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Table 3. Comparison of critical thinking skill iteselections by i year students
(N=48) and 3/4" year students (N=62) for Japanese-, English-, teath-taught
courses. Mean (range: 0-1) + SEM are shown.

1st year 414" year
Critical thinking skill students students p
Japanese courses
Interpretation 0.37 0.05 0.21 0.03 0.009
Analysis 0.38 0.05 0.23 0.03 0.009
Evaluation 0.42 0.05 0.25 0.04 0.009
Inference 0.38 0.05 0.21 0.04 0.005
Explanation 0.49 0.05 0.28 0.04 0.001
Self-regulation 0.37 0.05 0.21 0.03 0.009
English courses
Interpretation 0.57 0.03 0.33 0.03 0.0001
Analysis 0.47 0.05 0.23 0.03 0.0003
Evaluation 0.43 0.06 0.20 0.03 0.0006
Inference 0.46 0.05 0.20 0.03 0.0001
Explanation 0.51 0.05 0.27 0.04 0.0003
Self-regulation 0.52 0.05 0.26 0.03 0.0001
Team-taught courses
Interpretation 0.33 0.05 0.23 0.03 n.s.
Analysis 0.31 0.05 0.22 0.03 n.s.
Evaluation 0.31 0.05 0.20 0.03 n.s.
Inference 0.26 0.05 0.20 0.03 n.s.
Explanation 0.30 0.05 0.23 0.04 n.s.
Self-regulation 0.30 0.05 0.21 0.03 n.s.
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Discussion

Our study showed that when given the appropriatés tstudents clearly differentiate
between courses in terms of their perception andllextion of the degree and kind
of critical thinking practice that different typed courses tend to offer. Third and
fourth year students identified single-taught thartd fourth year courses as the type
of courses in which critical thinking practice waffered to a significantly greater
degree than in any of the other types of coursesarMIC liberal arts curriculum. In
fact, this was true for each of the six main caitithinking skills {nterpretation
analysis evaluation inference explanation self-regulation) measured by the 80 item
Critical Thinking Survey (CTS) that we designed tiois study.

First year students identified English courseshastype of course in which
several aspects of critical thinking practice weignificantly more often part of the
classroom proceedings compared to team-taught epuwasd Japanese courses. For
example, the responses of the first year studemggest that critical thinking practice
in interpretation and, specifically, irdecoding significancand clarifying meaning
occurred significantly more often in the Englishursies compared to both Japanese
language courses and team-taught courses. Pratt@@luation(assessing claims
andexplanation(statingresultsandpresenting argumenyswas rated by the first year
students as being significantly more prevalentmgliEh courses than in team-taught
courses. Moreover, the responses of the first geatents suggest that compared to
team-taught courses English courses were signtficarore likely to inspire students
to engage in criticadelf-examinatiorandself-correctionin the course of their studies.

Finally, when we compared the responses of theyear students with those

of the third and fourth year students for the cesrthat both cohorts experienced, we
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found that first year students consistently ratkd incidence of critical thinking
practice in both Japanese language and Englislseswignificantly higher than the
third and fourth year students did. There was ffferdince between the two cohorts in
their perception and recollection of critical thimg practice in team-taught courses,
which they both identified as being infrequent.

What do these results tell us? Can we assumehbatttident perceptions of
differences in critical thinking practice among thges of courses more or less
accurately reflect what goes on in terms of crititdainking practice in MIC
classrooms? When we reflect on these questions eeel mo consider both the
strengths and the weaknesses of our study. Stastithgthe latter, the convenience
sample that we were able to work with (N=110), @lih sizeable in terms of the
current total student enrollment (N=260), was leditn terms of its make-up, as it did
not include second year students who were on stbdyad at the time of the study.
Moreover, the sample was a convenience sample,hwdees not rule out biased
responding due to a particular motivation (or l#céreof) to participate in the CTS.
Future studies should either use equal random sasnpken from first- through
fourth year student cohorts, or preferably, plansarveying the entire student body.

Another limitation of our study is that the CTSnadistration procedure
required student participants to recall their pptioes of critical thinking practice
from memory. While recall from memory is a commawogedure for most kinds of
student evaluations of teaching, in this particakse the time frame differed between
the two cohorts. We asked third and fourth yeadestis to reflect on team-taught
courses, which is a type of course they had takenar three years ago. In contrast,

first-year students were either enrolled in a téauoght course at the time they took
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the CTS, or had been enrolled in this type of ceuwsring the previous semester.
Interestingly, the perceptions of critical thinkipgactice in team-taught courses did
not differ significantly between the two cohorts.

The main accomplishment of our study is that fa finst time in the history
of the institution it provides a detailed look &ident perceptions of critical thinking
practice in the different types of courses offemeIC. As such it constitutes a major
departure from the limited way critical thinking gotice has traditionally been
evaluated by MIC students, namely through a siitgla at the end-of-the-semester
course evaluation form [“(The instructor) encouigstical thinking”]. We hope, as
we suggest in more detail below, that the CTS srcitrrent -or in a modified form
will became a standard assessment tool at MIC.

One of the strengths of our study is that we padiedients on multiple aspects
of critical thinking practice without ever mentiogi the term critical thinking.
Instead we asked students to select from a seesdrightions of critical thinking
classroom practices that we developed based onopgevesearch and the ideas and
suggestions of faculty colleagues who teach the tfpcourses listed on the CTS. In
this sense we believe that the CTS is a valid nreasent tool of student perceptions
of critical thinking classroom practice at MIC.

Another strength of our study is that the CTS isigleed to generate data that
allow for detailed comparisons among the varioysesyof courses taught at MIC.
Traditional course evaluations have been desigoegrovide data on individual
courses and instructors, and such individualizeéd da not lend themselves well to
valid comparisons among course types.

In conclusion, we clearly see a future for the GiEShe instrument of choice

19



to track trends in critical thinking practice at®IKeeping a finger on the pulse of
critical thinking practice is important for faculand administration alike as fostering
critical thinking is central to the mission of timstitution. We would like to suggest
administering the CTS each semester, perhaps #trthef course registration. CTS
data could be stored by individual student, andtiipialassessments during the 4-year
curriculum would allow for longitudinal developmahtrend tracking, both
individualized by student, as well as aggregateddiort or gender, or other salient
student characteristics (e.g. TOEIC scores, etc.).

As for the future assessment of critical thinkimggtice by individual course
and instructor we suggest to revise the curremtestuevaluation form by
incorporating a selection of the most salient itéras the CTS. To that end our
committee will conduct a detailed item analysisigghe current dataset and make

recommendations to the Faculty Council based owt@me of this analysis.
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APPENDIX |

In this course we learned new concepts to helghonking.

LD EEEZDLETRIZIEDHLWLWEDDRAEZZALR

In this course we learned to tell the differenceveen reasonable and unreasonable arguments.
FDBES-ERETITHVEREFIESIESONZEELS

In this course we were challenged to solve problems

REfRIZE AL

In this class we looked at arguments from varicersjpectives.
SESFELHALILHIBERMETRET LI

In this course we learned to focus on the key goiiten we present an argument.
BROX—RA VU MIFBT A EEZFEATR

In this course we learned to explain how we arriged specific conclusion.
HAOGRICEL-HEZHRAT S L TFATE

In this course we learned to clearly organize baughts.
EATRAEICEET L LEFAE

In this course we checked whether evidence is fllkus
WILDEEMERE LT

In this course we learned to decide whether oanargument is valid.
EROZLUMEERELS:

In this course we learned to present the good addobints of an idea.
HEEADEMERMZRARNDZ EEZFAT

In this course we looked for the logic in arguments
EAEIEFZTCTEDIAEEFAL

In this course we learned why some ideas are irapband others are not.
RINBREDMIEZRET 2DONEFEAT

In this course we made connections between oumnileaand the world.
FELEIELEREOHRLZEETERLS:

In this course we applied our knowledge to newasituns.
FLWMRRICETEHOTEGLEMEZERALE
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In this course we were taught to ask questionstibigt us understand.

BT LH-OHICIXERNIKRYITHS EHA T

In this course we were encouraged to question ideas
DRICEVWEYT LS ICEHR NI

In this course we examined our own ideas and fgelin
BRDEZELRIFEZBHKRL

Because of this course | am motivated to stay iwikrmed.

DV IADENMNFTEUEICHMBEZSITHITTHRE-VERETLHLSICH-
1=

In this course we learned to draw conclusionsdhaiconsistent with one another.
—EHDHLHMETI ZEEFAE

In this course we learned to look for connectioasmveen issues.

ERERE & HREMEZEHRR L 1=

In this course we learned to recognize good eviglenc
WLDEBRZHAML LS & LT

In this course we read texts and interpreted meganin
THRNRBOAEEFAT

In this course we learned to develop an informadiop about things.
MEICEKBEREZBALIT TS FEEZAR

In this course we learned the difference betweeiichguess and an educated guess.
B FOLENHER ERERICEDCHAIDEZEWEZALR

In this course we looked for all possible explamadifor an event.
FEZEZRCLTERZHALES ELT:

In this course we learned why some popular betisfdalse.

ES LTEHELVFICIRBTHIDNZFEALE

In this course we learned to ask the right questiorhelp us learn.
HEYTLHEHICIELCEMT AERTZFARE

In this course we learned to recognize and comecbwn biases and prejudices.
BODRECEABRERD., FTET S ETFALE

In this course we learned to challenge our ownsdea
BRADEZZHATRERODTHDCETREAT

In this course we learned to identify biased opisio
RYDBHEIEREENEFRHBIT SAEEFA

In this course we learned about the relationshgtaéen issues.

IR H AHREECDIVTERE LT
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Because of this course | am more willing to recdesand change my views.
CDYSADEMNTFT, BADEZZEE, FLEEET L LT HiEmARBLD LT
In this course we were challenged to change ouriaps based on new evidence.
HT-GRUNEO ON-FFICIEBRZRHEI LT RDLNT

In this course we learned about different wayssefihg a premise.
EmDIEWNZZAEMNSIRET LT

In this course we learned the difference betwepersonal opinion and an informed opinion.
BEAMGREBEMBICENV-RELDOEVZERZL:

In this course we learned to clearly express comghts.

EAECREICRRDZ EEFAT

In this course we learned not to blindly acceptsaanclusions or statements.
BAEOHEMLEIRZEENICZTANSGZLDLGEVELSICHZ NS

In this course we looked for explanations thatralevant and can be tested.

B THREEICIEZ AERBAZER L 1=

In this course we learned to support our opinioitk reasons.
BoDERICHZEYT CLEFALE

In this course we learned to summarize and paraphemding passages.
THFRAMZENL, FEEWRZLIAEREZAE

In this course we studied the cause and effedtings.
ERORREREERELT

In this course we learned why some things beloggtter and others do not.
EMEZERMTS5LDE AN EERLT-

In this course we investigated why people can lilifferent ideas about an issue.
FLEETH>TH. ALK TERAVERLGLIDEFES LTHEERELT:
In this course we learned the importance of bedgih our criticism.
PEGHRADKRY S ZZ2AT

In this course we looked for the reasons why pebpld certain opinions.
ADHEBEBARAETHDIEES LTHIhEERT:

In this course we learned how to prepare a corvgnpresentation step-by-step.
HBADHBZITLELT—2avETHERY ZIEZES> TEALE

In this course we learned to keep an open minddor ideas.
HLOWEZZZITANDDBAZL DL SICHA oS

In this course we learned to organize informatigstesmatically.

B BET LHETFAR

In this course we learned not to draw hasty comnmhss
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MRICHEREETZLEDHBVESIHA NS

In this course we compared and contrasted ideas.
BREZLER - B LTHRELE

In this course we learned to present results basexvidence.

SFLICEDWTER FEmERBALT:

In this course we tested the advantages and distayes of competing ideas.
HMRT DEZZTNTNORMERZBK LT

In this course we learned to make a strong cassdlas clear premises and conclusions.
BAREIRML L . SBRICEDVWTHRALEREZT HHEZFAL

In this course we tested hypotheses.

RER Z1R5t L 1=

In this course we learned to draw conclusions abbatacters in stories from their actions and djiadc
ZDITHOENCYEDEZ AN ZHIT 2 HEEFATL

In this course we learned to question premisesasons for accepting a conclusion.
BREZTBENS-OICHINLARZEIVEY C L Z2FAT

In this course we learned to look for premiseslyite lead to the conclusion.
RIS DA BANRETE R 1=

In this course we learned to focus on the most mapo parts of a problem.
REDREZERITEBT A LEZFATLE

In this course we looked for similarities and diffieces between issues.
BREEEDEUEHEHEEERLT:

In this course we learned the difference betwedndtive and deductive reasoning.
EIELIRMMEDEWVIIDOVWTEATL

In this course we monitored our own progress angisohelp when we fell behind.
BRDFEDEAEEZFzvI L. BRTULNIEBIAZERD T

In this course we learned to develop new ways virspan old problem.

AL HAHEBITHNT E2HLVERRESZE L

In this course we learned how to draw logical cosidns from evidence.

WD DIREMICHER T EC AETREAL

In this course we learned to identify the main éssaf a problem.
FREDPILRENMITHEINTEBRT DHEETFATE

In this course we learned to recognize weaknessesriarguments.
BoDERDBRZDHT DAEZTFAR

In this course we tested the evidence for popidaets.

WERDIRMZRSGER L 1=
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In this course we analyzed language in order tmlea
ERZEZAMLTEET I HEERAE

In this course we had the opportunity to write gedsible thesis and develop an argument.
THBRTEDLT—VZIREL., BRZEZERSESIRRENH 1=

In this course we learned to understand the redseimad opinions.
ESLTANEDESBEZAZTHDN. ENZEMEIAEETFAT

In this course we learned to form explanations.

RBDEAEFAL

In this course we learned to explain the reasonmifpopinions.
EROERMFTFZEHRALELS ELE

In this course we learned to check whether evidenceedible.

MBLDIERMETHER LT

In this course we studied the pros and cons ofgumaent.

B - ROmADERZRET L1

In this course we learned to evaluate the merite®fiterature we read.
ESTNEXMDEDMENRBD 5N ENEFAT

In this course we learned to look for the evidelpekind an argument.
EMDBRICHINERAZEKRLT-

In this course we learned to tell the differenceveen fact and opinion.
ERLEREDMBEZAALL

In this course we checked evidence for a reliablece.

WLDHARDERMEZHELT

Because of this course | am more likely to persigil | find the correct answer to a problem.
SRV ZADEMTT, LATEL Y MBEFROT-ODHY BN HANEELS L ST o1
In this course we learned to be logical when wagmeour arguments.
EmrmENICBRT A ETFAR

In this course we learned to look for other valigys of obtaining evidence.

RBLICEIET HBEY L FEEEREL., TNZEERLE
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Testing Homogeneity Hypothesis of East Asians:

Self-Description Ambivalence of American and Japarse
Futoshi Kobayashi

Abstract

Cultural psychologists claimed that self-construdiEast Asians are
qualitatively different from those of Westernersthe two previous studies with
Chinese and American samples found that East Ap@ssess more ambivalent
self-construals than Westerners. However, Chiaes@ot the only East Asians.
By using Japanese and American samples, the pratselytrefined and replicated
these two previous studies. Both Japanese (4®0scigool students, 39 college
students, & 90 adults) and American (58 collegéeais, 91.4% Caucasian)
participants wrote down 7 self-descriptions in &arh ...” format. The results
indicated that Japanese wrote ambivalent self-gegnrs more frequently than

Americans as same as the previous studies found.
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Testing Homogeneity Hypothesis of East Asians:

Self-Description Ambivalence of American and Japarse

Several cultural psychologists claimed that selistruals of East Asians are
gualitatively different from those of Westernerséese East Asians assume
personality is created by the dynamic equilibriuntwad opposing characteristics, not
by dispositions of specific traits (e.qg., Kitaya@adMarkus, 1999; Peng & Nisbett,
1999; Spencer-Rodgers & Peng, 2004). For Eashaslaving two opposing
characteristics (e.g., toughness and warm-hearssjireeessential for the integrity of
a person (Kitayama & Markus, 1999). In order &t this claim, Spencer-Rogers,
Peng, Wang, and Hou (2004) conducted self-desonipgsearch. They computed
the mean proportion of positive, negative, and raself-descriptions among each
participants’ total number of responses and contptre results of Chinese and

Caucasian college students. Their conclusion heaisthe “Chinese exhibited
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(non-significantly) greater ambivalence in theieapended self-descriptions than did
European Americans” (Spencer-Rogers et al., 20084p1). There were at least
three issues regarding this research. First,dhgarison of the mean proportion of
positive and negative self-statements did not abwaglicate “the coexistence of
evaluative opposites” (Spencer-Rogers et al., 2002418). For example, “I am
friendly” can be coded into a positive self-stataetrend “lI am pessimistic” can be
coded into a negative self-statement, but theyalsignify ambivalence. In order
to be ambivalent, a friendly person should alssess unfriendly characteristics
sometimes, and a pessimistic person should alsetsoes indicate an optimistic
character. Second, the cultural differences tbeynd were not statistically
significant. Third, asking participants to writeenty self-descriptions might be an
inappropriate research method with East Asians.chBer (1994) concluded that the
Twenty Statements Test (Kuhn & McPartland, 19949, test originally created to
investigate the self-construal of the Westerndrsukl reduce the number of
self-description from 20 to 7 when it was appliedEasterners, based on his extensive
pilot tests and his own cross-cultural researaip (8ochner, 1976; Bochner & Perks,
1971). He argued that the Westerners had no prshile writing twenty
self-statements, but the Easterners had diffiaaltyriting that many self-descriptions
due to their collectivistic culture. In a collegstic culture, people are supposed to
keep harmonious relationships with their surrouggiaople so that they need to seek
and store rich information of the others more ttraose who live in an individualistic
culture. The richer information of the others tieye (e.g., likes & dislikes, social
status, family background), the higher probabiiitgy can relate to the others in an

appropriate manner. On the other hand, those whar an individualistic culture
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keep richer, detailed, and complex information akbemselves than they know
about those who surround them (Markus & Kitayan®1). Recently,
Spencer-Rogers, Boucher, Mori, Wang, and Peng (2&86Ked 3 bilingual research
assistants to find various types of ambivalentde#cription statements and reported
that Chinese wrote ambivalent self-descriptionseriigquently than their American
counterparts in the Twenty Statements Test. Howé&kanese are not the only East
Asians. Further research that would use non-Chi@st Asian participants was
needed to verify the claims of the cultural psycigats.

In order to address these issues, (1) the presay asked only 7
self-descriptions of the participants instead qf&td (2) the bilingual coders were
specifically instructed to find the self-descriptisentence containing two opposing
cognitions (e.g., “l am afraid of death, but alsnding for death.”) or two opposing
self-description sentences in the same partici@@gt, “I am talkative”, in the first
self-description, and “I am not good at chattingfmathers”, in the fifth
self-description) instead of coding self-descripsianto positive, negative, or neutral,
and (3) the present study used Japanese partisipeste¢ad of Chinese. The author
hypothesized Japanese participants would write \aatdnt self-descriptions more
frequently than Americans, as the previous rese@aafd in the Chinese and

American comparison.

Method

The Japanese participants were 460 high schodésts (237 men, 223
women;M age = 16.6SD age =.95), 39 college students (10 men, 29 woleage

=20.8,SDage =.71), and 90 adults (58 men, 31 women, hawk genderM age =
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39.0,SDage = 10.6) and the American participants wereddi@ge students (22 men,
36 womenM age = 23.8SDage = 7.5). Ethnicity of Japanese participants alia
Japanese, whereas 91.4% of American participams @Ga&ucasians. In the present
study, Japanese and American participants wrotendosgelf-descriptions in “I am

..." format and two bilingual research assistantsp wiere unaware of the hypothesis
of this study, coded them into ambivalent or ndbiiowing the specific instructions

as above.

Results and Discussion

The self-description sentences of 18.8% of Jaapaicipants and 5.2% of
American participants were judged as ambivalerd,the inter-rater reliability
was .76. The independent t-test on the total nusniieambivalent statements
revealed that Japanedd € .53,SD= 1.3) wrote ambivalent self-descriptions more
frequently than American$A = .16,SD= .74),1(96.6) = 3.35p = .001,r = .32.

The results suggested that Japanese self-corsstvaed significantly
different from those of Americans in the existentepposing characteristics in the
same person, as several cultural psychologistattaced. The present study was
seemed to compliment earlier ambivalent self-dption studies of Chinese
participants (Spencer-Rogers et al., 2009; SpeRogers et al., 2004). In the
research of cultural psychology, many argumentsheseh done under the assumption
of homogeneity of East Asians. The future reseahdiuld use more diverse groups
of East Asians in order to confirm the claims oltatal psychologists regarding East

Asians.
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Gender Differences in Nonverbal, Interpersonal Serivity

Across Three Cultures: Japan, India, and the Unitedstates

Prerna Sud

Abstract

The study examined how, and to what extent, geadi@rcultural differences
affect subjects’ interpersonal, nonverbal sensjtiiihe researcher assessed male and
female subjects, from Japan, India and the UnitateS, on measured (The
Interpersonal Perception Task-15; IPT-15) interpeas sensitivity. Factorial analyses
of the IPT-15 displayed a highly significant maiffeet of gender with women
outscoring men across cultures. Overall, while Aogar participants on average,
scored highest on the IPT-15 followed by Indiartipgrants, with the Japanese
participants scoring lowest; the factorial analgBtnot yield significant effect of

culture on the IPT-15 scores. Implications of thiasgings are discussed.

Gender Differences in Nonverbal, Interpersonal Serisvity Across

Three Cultures: Japan, India, and the United States

The broad definition of nonverbal communieatis “the communication
effected by means other than words” (Knapp & HE997, p.5). Although nonverbal
communication mostly refers to the display and judgt of emotions, it also
involves the display and judgment of interpersargdntation
(dominance/subordination); attitudes (“She likes)mend intentions or needs (“He

wants attention”) (Knapp & Hall, 2002). According udith Hall (1998)nonverbal
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sensitivitypertains to people’s ability to figure out the miegs of nondeceptive,
nondiscrepant, nonverbal cues expressed in thelbady and vocal channels. This
accurate understanding of nonverbal cues from emaltiexpressions and body
language also seems to be a reliable predictoetbétsocial adjustment, mental
health, and workplace performance (Elfenbein, 260§gio, 1986; Rosenthal et.al.,
1979).

One way to look at nonverbal communicatiotoigiew it as a skill or ability.
According to Riggio (2006), this “skill approachdduses on one’s capability in
receiving (decoding), sending (encoding), and ratjuh (management) of nonverbal
communication. Of these three aspects, nonverlzaldileg skills lead to
interpersonal sensitivitgefined by Bernieri (2001) as “the ability to sengerceive
accurately and respond appropriately to one’s paisnterpersonal and social
environment” (pg. 3). As per Bernieri (2001), iqtersonally sensitive people start
with sensation and perception and then make peragmiognitive and motivational
distinctions that enable them to respond appragyidad the environment and so they
not only know the effective response but also thyg@priate degree of the response.
Given that both these skills focus on nonverbabdet skills (the receptive aspect),
the terms “nonverbal sensitivity” and “interpersbsensitivity” shall be used
interchangeably and/or in conjunction with eacteothrough the course of this
investigation.

The degree of sensitivity to nonverbal cugses--some people seem more
alert to nonverbal signals and more in tune witlatthese cues mean. Such
individual differences are often conceptualizeteirms of between-subject factors

and within-subject traits and it follows that soaspects, more than others, will
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indicate nonverbal sensitivity. The current studguses on two between-subject
factors: gender and culture.

In presenting ourselves to the outside waldhajor component of our
identity is our gender—male or female, and theeecégar gender differences in
nonverbal communication. The prevailing view in werbal behavior research (e.g.
Hall, 1978, 1979) is that these gender differeraressignificant and that women show
superiority in both aspects of nonverbal commurocat-emotion recognition
(decoding) and emotion portrayal (encoding). Se\attalies have examined gender
differences in people’s ability to accurately dezownverbal cues.

Hall's (1978) meta-analytic study was basedb studies (ranging from 1923
to 1978) of individuals (children through adults)awvere asked to decode nonverbal
cues presented by others via photographs, audiatagper videotape (Hall, 2006).
Overall 84 percent of the studies showed womeretsidmificantly better decoders
than men however, the effect size--while favoringwen--was moderate, indicating
that even as these studies consistently and rglgdddwed women to be better
decoders, the differences were not huge, leaditigetconclusion that, along with
gender, nonverbal decoding ability is related teeopersonal and interpersonal
factors (Hall, 1979). Other important conclusioeaahed from this pioneering
research were that firstly, the gender of the dtimperson (target) does not make a
difference in decoding accuracy. Secondly, thisdlenadvantage is more or less
consistent over cultures and age groups (from trade up into adulthood) of
perceivers (Hall, 1979) and lastly, this greaterading accuracy for females tends to
be more pronounced for visible than vocal cues|(12806).

Since then, recent studies have continud@an out women’s superior ability
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to interpret the meanings of nonverbal cues ired#fit domains and settings. In terms
of self-report measures of decoding ability, thgseder differences favoring women
were also confirmed in a study by Riggio (1986) weinefemale participants scored
higher than men on the Emotional Scale (ES scélgleo Social Skills Inventory
(SSI; Riggio, 1986). The stereotype is that wonrennaore expressive, warm, fluent
and skilled in nonverbal communication than menli(i2806) and this view also
seems to coincide with how men and women desdnibmselves (Fischer and
Manstead, 2000). In a meta-analysis, Hall (198 tto separate the actual versus
stereotypical nonverbal gender differences andddbat the stereotypes are largely
accurate.

However, since research also suggests thatiaee an advantage in decoding
anger cues and that women’s decoding superiorigwsr for spontaneous nonverbal
cues (Fujita, Harper & Wiens, 1980), there mighbtieer factors, such as culture, that
moderate the relationship between gender and nbaleensitivity.

According to Matsumoto (2006), culture issteared system of socially
transmitted behavior that describes, define andegupeople’s ways of life,
communicated from one generation to the next” gag). In allowing for cultural
influences on nonverbal sensitivity, it is impottémrecognize the universal bases of
nonverbal behaviors, and to understand that cidturuence happens above and
beyond this universality (Matsumoto, 2006). Seveudtural differences have been
found in decoding accuracy as assessed by perfaerasts like the Profile of
Nonverbal Sensitivity (PONS; Rosenthal et al., )%t8d the Interpersonal
Perception Task (IPT; Archer & Costanzo, 1988).

In a series of studies, the PONS was adrei@dtto over two thousand people
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from 20 nations (Rosenthal et al., 1979). Amerioaase most accurate in judging
nonverbal cues which suggests that people are aostate in judging targets from
their own cultures (Ambady, LaPlante & Johnson,10( this series of studies,
groups similar to American culture (in terms of raodzation and widespread use of
communications media) and whose experiences wenpa@ble to college-educated
American citizens scored higher than groups frass Emilar cultures (Knapp & Hall,
2002). Finally Rosenthal et al. (1979) also foumat tultures whose language was
English or most closely resembled English perfortoettier than cultures who spoke
a different language.

Another study (lizuka, Patterson & Matched02), compared the accuracy
and confidence of Japanese and American partigmganthe Interpersonal Perception
Task-15 (IPT-15; Archer & Costanzo, 1993). In theudl-Only condition of the
IPT-15 (where the sound was removed), both setsigjiects had nearly identical
scores but American scores increased and Japatwss slecreased in the
audiovisual condition of the study (lizuka et. 2D02). Japanese subjects with
moderate proficiency in spoken English were moieate than those with low
English proficiency. On the confidence measure, Ata@s were more confident of
their performance than the Japanese. While the gtiierences between the two
cultural groups are explicable by the Americanipgrdnts’ ease with the English
language and the comparative language limitatiémisedr Japanese counterparts,
lizuka et al. (2002), attribute the nearly ident®eores on the Visual-Only condition
to two facts, firstly, the behavior patterns seerite IPT-15 transcend broad cultural
differences between the two countries and secongt Japanese people have

exposure to American social behavior through tslew and are familiar with
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naturalistic interactions between Americans.

Finally, nonverbal sensitivity is also affedtby cultural norms, values and
practices (Hecht & Ambady, 1999). According to Heshd Ambady (1999),
individuals from a more hierarchically structuredtare consider other factors such
as status of the targets (whether the targetuparsr, peer or subordinate) while
decoding nonverbal cues.

The present study is an attempt to examindeedifferences in interpersonal,
nonverbal sensitivity by comparing the results asrhree cultures—Japanese, Indian
and American.

It is hypothesized that firstly, women overall, vabtain significantly higher
scores on the IPT-15 than men overall. Accordinghgerican women will obtain
significantly higher IPT-15 scores than Americammi@dian women will obtain
significantly higher IPT-15 scores than Indian nagd Japanese women will obtain
significantly higher IPT-15 than Japanese men. S&lgpAmerican participants
overall, will perform significantly better than lizch and Japanese participants on
the IPT-15, and so accordingly, American femaldkaftain significantly higher
IPT-15 than Indian and Japanese females, and Aamenrales will obtain

significantly higher average IPT-15 scores thandn@nd Japanese males

Methods

Participants: The Indian group comprised of 103 (50 male, 53dienpost-graduate
students from Himachal Pradesh University, Shimi#) an age range of 21 to 35
years and a median age of 24. The American grongisted of 101 (43 male, 58

female) undergraduate and graduate students do@adi State University, Fullerton,
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ranging from 20 to 35 years with a median age dio23emale subjects and 24 for
male subjects. The Japanese group comprised dri8ipants (25 male, 38 female)
undergraduate students at Miyazaki InternationdlleGe, Japan, ranging in age from
20 to 27 with a median age of 21. The medium dfuasion at all three institutions is
English.

Measures:

The Interpersonal Perception Task-15 (IPT-15; Aréh€ostanzo, 1993). The IPT-15

Is an audio-visual test about nonverbal commurocadind social perception. It has an
administration time of about 20 minutes and cor$t15 brief (28 to 122-second)
“real-life” scenes. Each scene is paired with astjoa appearing on the screen before
the scene starts. Each question has three poasibeers—which help the viewer
decodesomething important about people in the scenedbasenonverbal and
interpersonal cues. A brief blank interval on théMvideotape enables the viewers
to enter their responses on the answer sheet.

Procedure:Similar procedures were used to collect data fatirthe participants.
Students, who volunteered, participated in groapging from 6 to 30 individuals.
Volunteers were instructed that they would be pguditing in a study on nonverbal
communication. Instruments assessing general dexpbgrinformation (age, gender
and level of education completed) and nonverbatigeity (measured) were then
administered. The participants filled out the demapgic information forms and then
completed the IPT-15 task including watching a DWbich was projected on a

screen.
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Results

Preliminary analysis, with reference to descripstatistics, determined that
for the American sample (Table 1), female partistpgperformed better on the IPT-15
(in obtaining higher mean scores on the IPT-15) thair male counterparts. For the
Indian sample, the analysis (Table 2) was analogmtise American one with Indian
females also getting higher scores on the IPT-&b thdian males. Similarly
Japanese female participants scored higher, oagegethan their male counterparts
on the IPT-15 (Table 3).

Independent one-tailed t-tests were conductexamine whether within each
culture, American, Indian and Japanese women walodain significantly higher
IPT-15 scores than their respective male counteypéhe t-test results of the
American sample (t = 3.291, df =99, p <.001,-taked) were highly significant in
favor of female participants. For the Indian gr@up 2.132, df = 101, p < .05,
one-tailed) and Japanese sample (t = 2.158, df p 6105, one-tailed), the results
again showed the difference in mean IPT-15 scogesden females and males as
significant and favoring women.

The factorial analysis of the IPT-15 alsgothged a highly significant main
effect of gender (Table 4) where women overall eddrigher than men (p <.001).
However, the between-subjects ANOVA (gender X aeltdor IPT-15 scores did not
show either a significant main effect for cultureacsignificant interaction effect
between culture and gender (as seen in Tableetglth indicating that IPT-15
scores may not be a function of culture or be &df®y culture and gender

interacting with each other.

41



Discussion

The primary goal of this research was to stigate the salience of the
relationship between interpersonal, nonverbal seitgiand gender (being male or
female), across three cultures—American, Japamesédian. All participants from
all cultures were assessed on their interpersapnaklerbal sensitivity in terms of their
measurable nonverbal decoding skills (as assegsta bPT-15). Upon different
levels of data analysis, some fascinating resuatisrged that fell in line with our
hypotheses and previous research, yet also oftggesme interesting connotations.

Gender differences were evident with prelianyndata scrutiny using
descriptive statistics. As with previous researsults, women obtained higher mean
scores than men on the IPT-15. Interestingly, basegreliminary analysis and the
t-test results, the gender differences (in favovomen) on the IPT-15 were more
pronounced among American participants than amoagapanese and the Indian
groups.

These gender differences within and acrosk ealture may have cultural
implications and explanations. The fact that fenpaldicipants across the three
cultures scored higher than their male countermartie skill measure of nonverbal
sensitivity indicates that gender is by far themaeterminant of differences in the
ability to decode nonverbal cues. While these figdiare as per our expectations
based on gender stereotypes and past researddgdet978, 1984), and consistent
with previous studies (e.g. Rosenthal et al., 19w8h demonstrate that gender
differences in nonverbal ability significantly favwomen across cultures; there is
some differentiation in the extent of the gendgr manonverbal sensitivity between

the three cultures.
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The comparatively smaller gender differermes$he IPT-15 scores for Indian
and Japanese participants may be explained by geslide and cultural expectations.
Research (Rosenthal & DePaulo,1979) has showrséixadifferences in
accomodatingnegbeing polite or giving in to perceived wishes loé t
expressor/target) are more pronounced in countriiese women are less liberated
(with females being more accommodating and morétgidhan men), consequently
in such cultures, gender differences in accuraagyoierbal cues are smaller (women
in these places are not as nonverbally superithreio male counterparts as in other
parts of the world). In the present research tedhaps it is not so much that Indian
and Japanese males were more nonverbally senditiveather that Indian and
Japanese females under-performed on nonverbatisgpsneasures out of a cultural
expectation of politeness.

These cultural variations in terms of gerdiferences were clarified by
factorial analyses to reveal further distinctioBg.and large, our data replicated
previous findings that gender affects nonverbasgeity. In the current study,
women overall scored higher than men on IPT-15 wigconsistent with our
expectations and with original investigations dbgehe test authors of the IPT-15.
Research on the IPT-15 (Costanzo & Archer, 1998)ftvand that women were
significantly more accurate than men on four sdgpes — status, kinship, intimacy
and deception.

In the current research, IPT-15 scores wiglelysignificantly affected by the
participant’s gender; this might signal that nomadiskill measures (such as the
IPT-15) are universal and hence more likely todwllstandard gender differential

patterns.
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Contrary to our expectations, there was goicant effect of culture on the
IPT-15 scores (Table 4). It had been anticipatatiAmerican participants would
have arnin-group advantag€Elfenbein & Ambady, 2002)n decoding nonverbal cues
presented in the IPT-15 because the expressoradtbes in the video clips) are from
the same cultural group as the American sample.edlewthe absence of significant
cultural differences in IPT-15 suggests that, aki nonverbal sensitivity is not a
function of culture. This also fits with prior reseh (lizuka et al., 2002) where the
nearly identical scores of Japanese and Americeitipants on the Visual-Only
condition of the IPT-15 were partly attributed b@ tassumption that the behavior
patterns of the IPT-15 scenes transcend broadraluttifferences.

This result may be explained by the fact Araerican media is nearly
ubiquitous around the globe. Increasingly, by \artd the internet, television and
movies, most Indians and Japanese (especially$fngheaking college students) are
familiar with American culture. This outcome algupaars to be in keeping with a
series of studies (Rosenthal et al., 1979) whewapg similar to American culture and
whose experiences were akin to college-educatedidamecitizens scored higher on
a nonverbal skills measure (PONS; Rosenthal e1@r9) than those from less
similar cultures. Both the non-American groups wererately fluent in English
and given that the language of instruction athak¢ institutions is English; the
linguistic advantage of American participants mayébeen rather minimal.

In general, while the current study yieldedumber of interesting and
significant findings, it also had some limitatiofi$ie samples consisted of only
college students who were from specific regiongheir respective countries-- all the

American participants were California residents, litdian participants were from
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Himachal Pradesh and the Japanese participantsfmereround the island of
Kyushu. In each of these three cases, the sampigd not be representative of the
ethnic and regional diversity of each country andusther research is necessary to
determine whether the current findings can be gdized to other populations.

Future directions of research include inggging the influence of
within-subject traits as well as transient indiadltactors like emotional states (such
as happiness and sadness) on interpersonal sensiis/a step further, one could
investigate whether and to what extent, psycholdglsorders (such as anxiety and
depression) affect the ability to decode nonvechak effectively. Another direction
of exploration could be to analyze cultural difieces in nonverbal skill by using the
IPT-15 as a purely visual, nonverbal measure (thighsound removed) to counter any
perceived or actual linguistic advantage that Aoaars might have in decoding the
nonverbal cues.

On the whole, it is evident that since nabaédecoding ability has sizeable
real-world applications, the current research taergially wide-ranging implications.
Professionals all around the world, in a multitedlsettings, need to be cognizant of
the fact that individual differences such as gemday hinder or help one’s nonverbal
decoding ability. In the field of psychology, thpists and counselors need to not only
successfully interpret their patients’ nonverbagubut also be aware of the
nonverbal signals they themselves send. In the éelaw enforcement--where
detection of deception is a crucial job requiremekmowing that some people, more
than others, will be better decoders of nonverbakacould be valuable. Most
importantly, with ever increasing globalizationetimdians and the Japanese

(especially college students) are engaging in cliogeraction with the world in
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general and the United States in particular. Adgrgrt of that interaction involves
interpersonal communication with others in varypngfessional arenas wherein being
nonverbally sensitive is paramount to success. fesgarch is crucial because it
signals that when it comes to understanding aretpréting unspoken
communication, the differences between these oiveggent cultures are getting
smaller.

In conclusion, the present study has providedr evidence that, regardless of
what part of the world one lives in, there existaraportant yet complex relationship
between interpersonal, nonverbal sensitivity amséitwo aspects of our identity.
How people interpret everyday interpersonal andsaedral cues as well as how they
judge others’ nonverbal behavior varies signifibaby their gender and is notably

influenced by their culture.
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Table 1.

Descriptive Statistics for American Participants

Gender Minimum  Maximum Mean Std. Deviation
Male P T-1oscores 5 11 8.14 1.46
Female PT-15 scores 7 13 9.12 1.50
NOTE : N (male) = 43, N (female) = 58

Table 2.

Descriptive Statistics for Indian Participants

Gender Minimum  Maximum Mean Std. Deviation
Male P 1-1oscores 4 13 7.90 1.99
Female I 1-1>scores 5 12 8.66 1.62
NOTE : N (male) = 50, N (female) = 53

Table 3.Descriptive Statistics for Japanese Ppetits

Gender Minimum  Maximum Mean Std. Deviation
Male IPT-15 scores 4 12 7.52 1.71
Female 'PT-15scores 4 12 8.47 1.72

NOTE : N (male) = 25, N (female) = 38
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Table 4.

2 X 2 Between-Subjects ANOVA for IPT-15 Scores

Source Siﬂgg; df Mean Square F
gender 48.40 1 48.40 17.452%**
culture 15.52 2 7.76 2.80
gender*culture .99 2 49 178
Error 723.74 261 2.74

Corrected Total 790.00 266

NOTE : *** p <.001
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What Impact Does Work Experience in the Field of EIT
have on Teacher Use of Moodle, a Well Known Course
Management System?

lain Stanley

Abstract

This paper looks at the impact that work experidragon the use of
technology, specifically, a Course Management fystalled Moodle. Participants
came from a private language university in Japartid®ants completed an online
survey relating to their use of Moodle, and theirkvexperience in the field of ELT.
Prior research had indicated that work experiena® avfactor in the use of
technology. A Spearman’s Rank Order correlatiot) texd a Kruskal-Wallis means
test was used in SPSS to analyse the results frerartline survey. No correlation or

link was evident.

Introduction

Research in the past decade has shown that comecit@ology is an
effective means for widening educational opporiesitThe advancement of
technology in the field of education has been ragndl in the last ten to twenty years,
the development of tools for teaching through tebdbay has been astounding, so
much so that educators and curriculum planners foawre it difficult to keep up with
the pace of the technology. However, research Isasradicated that most teachers
neither use technology as an instructional deliwsistem, nor integrate technology

into their curriculum.
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There have been a variety of reasons put forwatd a1y technology has
not been integrated into education as ubiquitoaslit has been in everyday life.
Some reasons include a lack of pre-service trajrarigck of in-service opportunities;
a lack of confidence in using technology; a disamretween teaching values and
perceptions of technology; and a lack of understanih using specific forms of
technology.

The purpose of this study is to look at the imphaat work experience has on
the use of technology. Specifically, it is lookiagfaculty members at a private
language university in Japan, and what impact therk experience had on their

uptake and use of a Course Management System datledle.

Moodle

It is important in the context of this study to &p what Moodle is, and
how it relates to the advances in educational telcyy and the availability to
educators. Moodle is a well-known e-learning platfan educational institutions,
including universities and colleges. Since its ptoEn in 1999, many universities and
colleges have chosen to use Moodle as their exelidMS. Indeed, as of October,
2011, there were 56,349 active Moodle sites, thdtlieen registered from 213
countries. Some well known universities and coldegarrently using Moodle include
University of California, Irvine; Dublin City Uniusity, Ireland; University of York,
UK; California State University, Humboldt; The OpEniversity, UK; Louisiana
State University, USA; Idaho State University; USAie University of Barcelona,

Spain.
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One advantage of using a CMS such as Moodle, igg¢hahers can keep
everything centralized in the one online learninginment. Teachers at any place
that has Moodle installed simply create a couramenit accordingly, have their
students enroll in the course and then upload iéas/they need to. They can also
create any number of activities for students taigpate in. Some typical features
provided by Moodle include file upload / downlo@dsignment submission for
students; online quizzes; instant messages; eamdilie calendar; online news and
announcements (at a site-wide level or single-@lagel); discussion forums; wikis;
and grading features.

Importantly also, is the fact that Moodle is cotensly ranked among the top
CMSs available. An annual evaluation of differeM®s (and any other form of
technology) is that done by the Centre for Lear@sind Performance Technologies
(http://www.c4lpt.co.uk/), a well-respected and litibed website that houses one of
the most complete compilations of trends and twothe emerging technologies
landscape. In its ‘Top 100 Tools For Learning’ gufdr the years 2007-2010, it listed
Moodle as the top CMS each year. In 2007, Moodle raaked equal 12(and top
CMS); in 2008, Moodle was ranked gand top CMS); in 2009, Moodle ranked equal
14" (and top CMS), 2010, Moodle ranked™dverall (and top CMS), in 2011,
Moodle ranked % overall (and top CMS).

The explanation of Moodle is an important pointhie context of this study,
because particular forms of technology are vitetiportant in the decision-making
process of educators to use them or not. All teldgyois not the same. As Rogers
(2003) says, the importance of a particular inniovatannot be underestimated in the

diffusion process. Thus, in demonstrating that Medslindeed one of the top forms
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of CMSs available, it serves to illustrate thatdac members had the opportunity to
incorporate one of the most potentially benefitoalls into their teaching practice.

However, the fact remains that Moodle was very muuatherused at the
university. There may have been a number of reafgoribat, but to look at them all
is beyond the scope of this study. This study feitus on work experience, and

examine what impact it had on the decision of fgcaembers to use Moodle or not.

Literature Review

Work experience has consistently been referred tmanfluential factor in
relation to technology use and take-up by teacfizupagne & Krendl, 1992;
Fordham & Vannatta, 2004; Hadley & Sheingold, 1998ney & Moeller, 1994;
Jaber & Moore, 1999). Rogers’ diffusion theory (2Q)Gstates that the process of
innovation adoption is certainly influenced by @anexperience. According to Rieber
and Welliver's (1989) model of instructional trasrghation, experience is a
fundamental part of taking up an innovation.
A good example of prior research which indicatesrtile that work experience may
play in technology use and take-up by teacherstixasdone by Meskill et al. (2002).
In her study, Meskill and her colleagues examingddachers’ use of computer
technology in relation to prior technology trainjixy focusing on the contrast
between novice and experienced teachers. The §adihthe study showed that the
novice teachers, even if they had received praomé&l technology training, felt less
comfortable in using computer technology for tle@issroom instruction, than did the
experienced teachers with no, or relatively littgmal technology training. The

implication here is that teachers with more yearhe ELT field, regardless of
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training or prior education in the use of technglaaye more likely to use and/or feel
more comfortable integrating technology into theaching practice. This sentiment
is further reflected by Jacobsen (2000), who shr@ugh his research that years of
experience in a particular field has a big impacthe decision to use and integrate
technology into teaching practice.

In addition, Tornatsky and Klein (1982) found thatimportant innovation
characteristic which had a positive correlationvtéchnology adoption was
‘compatibility’. In explaining ‘compatibility’, Tonatzky and Klein describe it as the
degree to which an innovation is perceived as beamgistent with the existing
values, past experiences, and needs of the userdation to the work experience of
a teacher, the interesting point about this is ithagw, relatively inexperienced
teachers are consistently being hired at univessitvith little to no pre-service
training or past experiences, then it may be argudiat such teachers have any
‘existing values’, ‘past experiences’ or particulageds’. As Tornatzky and Klein
indicate, ‘compatibility’, in the form of existingalues and past experiences, are seen
as important in the take up and use of technolBgghie and Wiburg (1994) add
further weight to this idea by saying that "tramiital perceptions of what teaching,
learning, and knowledge should look like are méjuaiting factors to integrating
technology" (p. 152).

A further study which echoed the sentiments aboag tlvat done by Russell
et al (2003). The study highlighted important tielaships among teachers’ levels of
computer use and their beliefs about, and confielémc using technology.
Surprisingly, high confidence for using technolaggs not a direct predictor of

teachers’
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classroom uses. It indicated that, while new teecheay be more comfortable with
the technology tools, they may lack an apprecidiorthe value of technology as an
instructionaltool. Alternatively, they may lack the organizatiamd management
skills needed to use technology effectively in¢lessroom, which are skills that are
developed through years of experience. The sgheint being made here is that
experience is a more pertinent issue in relatiadeacher take-up of technology.

The literature seems to suggest that work expegibas a powerful influence
on the adoption rate of technology. The issue s¢eme/olve around the experience
that a teacher has, and how that experience shiagedeliefs and values about
education, teaching, and pedagogy. This would stgbat teachers with more
experience, and years in the ELT field, would bearlixely to take up technology, or
identify an innovation as being consistent withitiegvn ideals. In turn, one might
infer that if teachers with little, to no prior exence in the field, are hired for
positions, then they would be far less likely te as innovation or see it as consistent
with any values they may have had. It will be iet#ing to see if the ideas posited are

consistent with the results of this study.

Methodology

This study used a quantitative approach. Quantéagsearch is usually
linked to the notion of science as objective trathiact, and usually begins with
pre-specified objectives focused on testing preemec outcomes. When applying
guantitative methods, numerical estimation andssteal inference from a
generalizable sample are often used in relatianlgwger "true" population of interest.

As a result, quantitative research is most oftem ses a method trying to demonstrate
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relationships under standardized (controlled) comas. (Casebeer & Verhoef, 1997).
In this study, a quantitative approach was usegbst@rtain any relationships between

work experience and use of Moodle.

Data Collection Method - Online Survey

An online survey was used to collect data relattngse of Moodle, and
experience in the field of English Language Tes{Elr). The online questionnaire
was created using www.esurveyspro.com. It was dedigo that when participants
opened their email they had to click on a link eddes in the email, which then
directed them to the survey. An online questioraias the most efficient and
convenient way of collecting data from faculty meard) as the majority of faculty
members had easy access to the internet and émiiie case of this particular study,
because of the spread of participants around thielw&bthe time the survey was sent,
and a lack of home or work addresses for eachnlneosurvey was the easiest and
most efficient method of acquiring responses. Turgesy was sent to every teacher
who was employed during the 2008/9 academic yeanpering 51. It was hoped that
about 40 teachers would respond. In the end, hdb#® teachers responded.

The dependent variable consisted of one item,inglad use of Moodle. The
item that participants had to answer wiswv often did you use Moodle in your
classes in 2008/97? (over both semestevg)y the answer options being Never; In one
or two classes; In some classes; In most classed} ¢lasses.

The independent variables related to experienteariield of ELT. There were 4
items, or questions, sent to participants. Thesteand the answer options available,

were:
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. How many years’ teaching experience had you hd&tLih (any kind of job) by
2008?

It was my first year; 1-3 yrs; 4-6 years; 7-10rged 0+ years
. How many years’ teaching experience had you hddeatiniversity level by
2008?

As above
. How many years’ teaching experience had you hadabat the university
level by 20087

As above
. How many years’ teaching experience had you hdadeatiniversity level in
Japan by 20087

As above

Participants

For this study, the subjects used were universaghers who were working

at a private language university in Japan in tHeg8Z® academic year. The total

number was approximately 50.

Analysis

Analysis of the online survey was carried out ushmgstatistical software

package, SPSS. In relation to the question indtiidy, a variety of statistical methods

of analysis were used.

A Spearman’s Rank Order Correlation test was ruegbfor relationships

between the dependent varialitotv often did you use Moodleand each of the 4
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items, or questions, in the category ‘Work ExperenA Spearman’s Rank Order
Correlation test was preferred to the Pearson Rtddament Correlation test. Even
though the Pearson Product Moment Correlationdeste of the most common tests
to be used in correlation tests, it can only belwgken the two variables to be
measured are on either an interval or ratio st¢alerfl Statistics, n.d; Brown, 1998).
The variables used in the correlation tests inghugly were on an ordinal scale. Using
an ordinal variable in the Pearson Product MomemteTation test would necessarily
violate the assumptions necessérthe variables are on an ordinal scale, the
Spearman’s Rank Order Correlation test is the preddest to use (Brown, 1998).

Furthermore, in order to make comparisons eetwnultiple groups of
teachers, a Kruskal-Wallis test was preferred ¢oathe-way ANOVA. The
Kruskal-Wallis Test is the nonparametric test eglaut to the one-way ANOVA and
an extension of the Mann-Whitney Test, to allowd¢beparison of more than two
independent groups.

Moreover, it is used when the basic assumptiorsspErametric test
(including the one-way ANOVA) are not met. The #himsic assumptions that need

to be met if a parametric test is to be used aptamed below.

1) You must have data that are from a measuradlatieast interval -

nominal and ordinal variables are not good enottghtium & Blizard, 2003).
An interval scale is one in which intervals at éiffint points on the scale are
equal. Examples are the Celsius and Fahrenheitg@type scales (Everitt &

Wykes, 1999).
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2) Your data must be from a population that hasranal distribution.

3) If you are comparing samples, the variancesiwigach sample must be
similar - this is known as homogeneity of variafidelttum & Blizard, 2003).
If each of these three basic assumptions are nptthes a parametric test,
including the one-way ANOVA, should not be usedlftdim & Blizard, 2003). In
the case of my data, the basic assumption of thiediiteria of parametric tests was
not met. The variables used in my data were of asore that was ordinal, not
interval. For example, in the iterllbw many years had you worked at university in
Japan by 20082he options were ‘it was my first year; 1-3 yeats5 years; 7-10
years; 10+ years. In this case, it is clear thatnkervals on the scale are not equal.
Therefore, it was not appropriate for me to usarametric test, such as the

one-way ANOVA. In that case, the equivalent nonapaetric test was preferable. The

non-parametric version of the one-way ANOVA, is Kreskal-Wallis test.

Results

Descriptive Statistics

Table 1 below illustrates the descriptive statsstar each of the 5 questions
that participants had to answer. In relation todependent variabldow often did
you use Moodle in your classes in 2008/97? (oveln Betmesterghe most common
response was ‘Never’ (signified by the number he Thean score was 1.95 (1=
Never, 2 = In one or two classes). For the iteratil) to experience in the field of
ELT, the mean score was 3.48 (3 = 4-6 years, 416 Years). This would suggest that
most participants were not completely new to te&lfof ELT. The three items
relating to university experience
each had a mean score around 2.00 (2 = 1-3 yedre)) suggests that most

participants were relatively new to teaching atuhaversity level, both in Japan and
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internationally.

Table 1: Descriptive statistics for each item ia tmline survey

Descriptive Statistics

How many

years

teaching

experience | How many| How many| How many

had you ha¢  years years years

in English teaching | teaching | teaching

Language | experiencel experience experience| How often

Teaching had you had you had you |did you use

(ELT) (in had at the| had abroaq had at the| Moodle in

any kind of | university at the university |your classes

teaching level in university | levelin | in 2008/9?

job) by ELT by level by Japan by | (over both

20087 20087? 2008? 2008? | semesters)
N Valid 42 42 42 42 42

Missing 0 0 0 0 0

Mean 3.48 2.10 1.98 1.88 1.95
Mode 4 2 2 2 1
Std. Deviation .890 821 841 .739 1.431

Spearman’s Rank Order Correlation test

A Spearman’s Rank Order correlation test was rusetermine the

relationship between the dependent vari&ter often did you use Moodle in your

classes in 2008/9 (over both semestess)@ the categoryork experience

(consisting of 4 items). The results

indicate that there was no significant correlat@tween the dependent variable and

any of the independent variables.

The results from the Spearman’s Rank Order coroelaést can be seen in full below.

Table 2: Spearman’s Rank Order Correlation testitsefor Use of Moodle / Work

Experience
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How many

years
teaching How many
Dependent Variable: experience |How many [How many |years
had you had|years years teaching
How often did you use in English  |teaching teaching experience
Moodle in your classes in |Language |experience |experience |had you had
2008/9? (over both Teaching had you had|had you had|at the
semesters) (ELT) (in at the abroad at the university
any kind of |university |university [levelin
teaching job) level in ELT |level by Japan by
by 2008? by 2008? |2008? 20087
Spearman’s | Correlation
Rank  Ordel Coefficient ~050 ~029 ~127 ~068
Correlation | Sig.
test (2-tailed) .753 .853 422 .670
N 42 42 42 42

Kruskal-Wallis means test

Finally, a Kruskall-Wallis means test was usedraeo to test for differences

among the means of teacher groups in relationgéatidoodle, and work

experience.

For the four items in the ‘Work Experience’ categaeachers were placed

into one of five groups, depending on their answehe different groups weré was

my first year; 1-3 years; 4-6 years; 7-10 years;+1Qears
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The results from each of the Kruskal-Wallis testedion each item in the
‘Work Experience’ category, indicated that thergaveo statistically significant
differences between group means, relating to uséoofdle. This means that teacher
use of Moodle was not influenced by the groups tikathers belonged to, as

determined by the Kruskall-Wallis test. The talde be seen in full below.

Dependent Variable: How often did you use Moodle

in your classes in 2008/9 (over both semesters)? Asymp.Sig @
Chi-square df y I? 9

Grouping variables below (1-4) value)

1. How many years’ teaching experience had youihad

ELT (any kind of job) by 2008? 1.938 3 285

2. How many years’ teaching experience had you dtgd

the university level by 2008? 1.073 3 784

3. How many years’ teaching experience had you |had

abroad at the university level by 20087 4.042 3 257

4. How many years’ teaching experience had you dtad

the university level in Japan by 2008? 3.639 3 303

Table 3: Kruskal-Wallis test results checking fdfetence between group means

Discussion

Initially, it appears that the results here aretiay to what was suggested in
the literature review. The results in the Spears&a&nk Order correlation test, and
the Kruskal-Wallis means test, indicated that tivess no correlation, or link,
between work experience and use of Moodle. Gratitedjterature review did not
specifically look at Moodle, but as the review ocbMlle illustrated, it is one of the

top forms of technology available to educators, argiably the top Course
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Management System. Therefore, there is no reasbalitve that Moodle itself was
inherently any different from what the authors weescribing as ‘technology’ in the
literature review, or that it was somehow worsenthay other form of technology the
authors may have been referring to.

At an individual level, there was no correlationvibeen use of Moodle and
work experience, and at a group level, there wes @b difference among the means
of each group, in relation to their use of Moodlkis means that work experience had
no bearing on how a much a faculty member used Momdnot. It is interesting that
Everett Rogers (2003), considered by most to b@t&eminent scholar in diffusion
theory, suggests that experience has a key rgayoin the diffusion process. It is
interesting because in his diffusion theory, Rogeases innovation adopters into five
distinct categories - Innovators; Early Adopterarli Majority; Late Majority;
Laggards. However, in admitting individuals intoeaof the five categories, Rogers
doesn’t really attribute any clearly defined ch&eastics to each category, and
therefore they may be somewhat broadly interpratetinclusive. For example, in
discussing the dominant characteristics of eackgoay, Rogers characterizes
innovators as ‘venturesome’, early adopters ashiopileaders’ who are widely
respected in their social circle, early majoritymiers as ‘deliberate’, the late
majority as ‘skeptical’ about the value of an inaten, and laggards as ‘traditional’.

Though people may get a basic understanding di/fgeeof innovator, or
technology user, Rogers is trying to identifysiniot clear from these characteristics
what role work experience might play in terms @& tharacteristics. For example, it
is fair to say that a teacher with 10 years’ exgrere, or a teacher with 10 weeks’

experience, could both be deemed as ‘venturesamleidling to take risks in their
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teaching practice. The teacher with 10 years’ agpee may be in a better position to
use the technology more effectively and efficieniyt it doesn’t necessarily mean he
or she is more ‘venturesome’. Alternatively, thesr@o clearly defined maxim that
states that a teacher with 10 years’ or 10 weefgrence will be any more or less
‘skeptical’ about an innovation than the other. Tharacteristics of Rogers’ innovator
groups are not overly clear, and perhaps it is tgtdedable then, why the results
from the analyses indicated that work experiendendt show any significant
relationship with the uptake, or use of, Moodle.

It is also interesting to note that the majoritytlod participants had between
1-3 years’ experience at the university level. @ibscriptive statistics indicated that
the total number of years’ experience in ELT fortiggpants was mostly between 7-10
years. However, at the university level, it wasyahd3 years for the majority of
participants. This illustrates that the majoritypafrticipants were new to the level of
university teaching, and thus relatively inexpecesh at that level. However, the
results from the analyses indicated that this lmbdearing, or correlation, to use of
Moodle. Some teachers with few years’ experiend¢eetiniversity level used
Moodle a lot, while other teachers with few yeawgderience at the university level
used Moodle sparingly, if at all. Furthermore, sdeachers with a higher number of
years’ experience in ELT used Moodle a lot, whilleen teachers with a higher

number of years’ experience in ELT used Moodleisgéy, if at all.

Conclusion

This study examined the impact that work experidragton the use of

Moodle, at a private language university in Japaror research indicated that work
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experience was influential in a teacher’s decistimcorporate technology into their
teaching practice or not. An online survey was $emipproximately fifty teachers,
asking them about their use of Moodle at the usitgrand their work experience in
the field of ELT.

Despite indications of prior research, the redutie showed that there was
no correlation, or link, between work experiencd arse of Moodle. The results of
this study seem to contravene a lot of the priseaech on the subject. However,
work experience itself has never been listed asgukar, or dominant factor, in the
use and/or uptake of technology. It has always Ipeesented as a factor, among
many others.

There may have been other, unique, circumstane¢sviire more of a factor
in faculty use of Moodle. However, in looking sglelt work experience, it appears
that in the context of this study, it was not adain why Moodle was relatively

underused at the university, or why some faculgdus much more than others.
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Polyglots and Their Approaches:

Points of Interest for Language Learners and Teachs

Brendan Rodda
Abstract

This paper is a preliminary step in studying thrgddy ignored topic of
polyglots, people who have learnt many foreign leagges to a high level of
proficiency. The paper profiles seven polyglotatgestigate approximately how
many languages each one mastered and how they fleaimlanguages. Certain
features that often appear in the language leampgriences of the polyglots are

identified and discussed.
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Introduction

Despite their extraordinary success in lagguaarning, polyglots have
received very little attention from researcherthmfield of language acquisition. This
is in contrast to common practices in other fie@flendeavour — science, art, business,
sport and so on — where the most successful gaatits tend to be the object of close
observation, analysis, discussion and imitatioters who wish to understand and

reproduce their success. It seems reasonablepgedubat polyglots too, with their
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mastery of 10, 20 or sometimes more languages pmayde insight into the
language learning process, bringing benefit to nahgr learners, whether those
learners wish to master one language or many.

Why polyglots have been largely ignored up untilvrie not very clear. It may
be that researchers have doubted the truth ofdlyglpts’ claims, dismissing the
claims as the products of over-active imaginatidims Janguage learning equivalents
of Hercules myths or Bigfoot stories. Alternativalgsearchers may have dismissed
polyglots as genetic outliers, from birth possessid such astounding aptitude for
language learning that their experiences were pygliGable to the typical language
learner. These responses are understandable -alifteost of us have experienced
difficulty making progress in one foreign language the notion of mastering a large
number of them is almost inconceivable and we mafrictively consider
polyglottery irrelevant or worse.

Nevertheless, it is somewhat odd that the topscritd been investigated in
more depth. At least, research could confirm whretthe above assumptions — that is,
that the claims are false or that the polyglotseh@are and innate aptitude — are
supported by what we know of polyglots. If eithesamption is indeed supported by
the weight of evidence, then the topic can safelyrn to its place of obscurity in the
field. On the other hand, it might emerge thatéhertruth to the claims and that the
polyglots’ success with languages stems from faabtiner than natural talent, in
which case their experiences become highly relefaarthe typical learner. It could
be argued that research into polyglots has no neocoéfer than research into learners
who have mastered just one foreign language arekdhthere is a large body of such

research — the so-called good language learneiest(glg. Naiman et al, 1978;
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Stevick, 1989). However, as well as offering alsligdifferent perspective from
bilinguals, polyglots can be expected to have egfitheir learning approaches to a
higher degree than bilinguals and therefore prosid®ore reliable perspective on
successful language learning.

This paper provides an overview of the lives aclii@/ements of several
purported polyglots, based on a variety of non-anad sources. My aim is to
determine whether their claims for language actjorsappear to be supported by
evidence and, if so, whether the evidence suggjestshe exceptional acquisition
was the result of innate aptitude. | also atterapdéntify the language learning
approaches used by the polyglots. After the overvigresent several points of
interest that emerge from it. Because of the n@damic nature of the source

material, the conclusions reached here are predirpin

Definition of terms

Strictly speaking, a polyglot is a person who piasiciency in three or more
languages; that is, a multilingual person. Howenegeneral usage, the term refers to
people who have mastered a substantially largetbeuwf languages. This is the way
it is used by Krashen and Kiss (1996), among otlzard is the way it is used in this
paper.

In relation to acquisition, | use the terms ‘magtand ‘highly advanced
level/proficiency’ interchangeably. They refer te@mewhat general concept that
includes a high — but not necessarily native-spealtevel of precision, ease and
fluency of communication using listening, speakirggding and writing skills in a

wide variety of situations.
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Polyglots and their achievements

Because of the dearth of academic study on the tdolyglottery, it is
necessary to turn to other sources for informagioout the phenomenon. Fortunately,
extensive records of the language achievementsveftal polyglots appear in
biographies, memoirs, letters, language learnindeguand, in the case of a living
polyglot, a website. Based on such materials, aHewing are profiles of seven
polyglots who lived in the period from the Iate”‘]xﬂantury to the present. Multiple
sources in direct contact with the polyglot supplogt claims in each case and other
circumstances — for example, the polyglot’s worlpoblications — tend to further the
reliability of the claims in each case. During gexiod covered here, it is probable
that there have been dozens of other polyglotsnfortmation about them is scant,

inaccessible, unsupported or otherwise unreliable.

William Jones

Jones was born in London in 1746. His mother bégaaucate him
intensively from the age of three. Jones begameaittg Harrow school at six. He did
not show any special interest or aptitude in faréanguages at first, but at the age of
10 his interest in Latin grew and within a few y&ehe had reached a high level of
proficiency. At 12, he entered secondary schoblaatow and began studying ancient
Greek. He may have also begun studying Frenchsatithe as, by the age of 14, he
was at least considering writing lengthy lettersisister in French (Teignmouth,
1807, p.30). At the age of 18, in addition to hisstery of Latin, ancient Greek and
French, he had enough understanding of ItalianniSpand Portuguese to be able to

“read the best authors” (ibid, p.42).
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In his first year at Oxford University, he begandsting Arabic, going so far
as to hire full-time for several months a Syriasident of London to assist him with
listening and speaking skills. Soon afterwardshégan studying Persian. It seems
that Jones mastered these languages within a fexs gyad, at the age of 22, his fame
had spread to the point that he was asked by thg & Denmark to translate a long
Persian text into French. Around the same timeed@ublished other literary studies
in French. In his late 20s, while working as a twnd writer, he began to study
German and appears to have reached a fairly higt ile that language too, as
Teignmouth (ibid, p.465) claims that Jones “wasalighly conversant in German”,
among many other languages.

In his mid-30s, Jones was appointed as a juddeetbigh court of Calcutta,
where he turned his interest to several Indiandaggs, mastering Sanskrit and
reaching a fairly high level of proficiency in Hingihd Bengali. Incidentally, it was at
this time that he made the observation for whiclshmost remembered — that the
languages Sanskrit, Latin, Greek, Persian anddCaltderived from the same
original language, now known as Proto-Indo-European

Jones once wrote that he had mastered eight laaguggglish, Latin, ancient
Greek, French, Italian, Arabic, Persian and Sahgkid, p.465). However, he may
have been unduly modest or harsh on himself fagnfaouth claims that he knew 11
languages thoroughly (ibid). Jones’s approachriguage learning included the use
of grammar textbooks, conversation with native Epesor highly advanced learners
of the language and reading literature in the laggult is clear that he also did a

great deal of writing in his foreign languages.
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Guiseppe Mezzofanti

Mezzofanti was born into a working-class familyBalogna, Italy in 1774.
From the age of three, he attended a small, neighbod school, where the teacher
noticed that he learnt quickly. He was soon prochédeanother school, and then
another. His strongest subjects were languagésstatatin, then Greek and Spanish.
Before he was 20, he had mastered them and wa®mwals way to mastering Arabic,
Hebrew, Coptic, French and German.

Mezzofanti became a Catholic priest and was appodiptofessor of Arabic at
the University of Bologna at the very young ag@®f His work in the church and at
the university enabled him to meet people fronoadr the world and to converse
with them in their native languages. In additioa,fad the time, motivation and skills
to study foreign languages by himself. Over thet wexcade or so, he added Russian,
Hungarian, English, Persian, Swedish and Turkistgray others.

He became quite a celebrity and was often soughbyftoreigners who
wished to challenge him in the languages they kie@817, when he was 43, he met
Lord Byron and another English poet, William Stetwose. Both of them attested to
his superb proficiency in English and other langisadrose spoke with him at length
on several occasions and found that he spoke Hriglia near-native degree, with
great fluency and “extraordinary precision” (RuksE58, p.226). Byron was
impressed by his thorough knowledge of Englishedits, slang and swearing. His
biographer, Russell, wrote that his own respondddpnzofanti’s English
pronunciation was not that it was incorrect but thavas almost too correct to be
appear completely natural” (ibid, p.403). A Gerntla@ologian, August Tholuck,

visited him in 1829 and was more critical of hidlskn various languages, though
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still very impressed. In 15 minutes of conversatio@erman, Tholuck found four
minor mistakes and noted that his accent, whilalga@s closer to Poles’
pronunciation of German than native pronunciatidmluck tested him in several
other languages that he knew — Arabic, Persiangipianish and English — and
found that Mezzofanti had problems only with Duteimich he did not know, and
Danish, which he could understand but could noakpe

In his biography, Russell presents strong evidénaeMezzofanti mastered
more than 25 languages and had good knowledgekalsdis 10 or more other
languages. Mezzofanti does not seem to have hadeamngt method of learning. He
told Tholuck that his “way of learning new languageas no other than that of our
school-boys, by writing out paradigms and wordsl emmmitting them to memory”
(ibid, p.278). He also read a great deal of litenein his foreign languages and took
every opportunity to speak the languages. Althduglsuccess is often explained as
the fruits of an innate gift, it is clear that henked very hard almost daily for decades

to acquire and maintain his languages.

Richard Burton

Burton was born in Torquay, Britain in 1821.As g/dwe travelled widely
with his family in Europe and lived for a few yeams=rance. He showed early talent
for learning the languages and dialects of Framckltly. In 1840, he entered Oxford
University, where he studied Arabic until he wapdaied the following year because
he had attended a horse race.

After his dismissal from Oxford, Burton joined tBetish Army and was

stationed in India for seven years. Unlike mostisfmilitary colleagues, he
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immersed himself in Indian culture, including stuafyat least five of the languages. It
is not clear what level he reached in these langsidgt it seems that in Hindi, at least,
he had advanced proficiency. He was also said tbheeto pass himself off as a local
when he spoke Sindhi and dressed in disguise (Roysdia Britannica, 1911). While
he was acquiring these languages, he continuestudy of Arabic and Persian. He
used Arabic extensively in 1853, when, in disg@s& Muslim, he joined a
pilgrimage to Mecca, a transgression that wouldeHaeen punished by death had he
been discovered. Although there is no doubt trenabic proficiency was very good,
he might not have been at a highly advanced lavbistime as he failed an army
translator’s Arabic test just after he returnedrfidlecca. In his 30s, he became an
explorer in Africa, then a diplomat, based firsfinica, then Brazil, the Middle East
and Austria. In each location, he continued totodal languages, although reports
of his proficiency in these languages are sketcater in life, Burton took to
translating into English famous Indian and Araleixt$, such ashe Kama Sutralrhe
Arabian NightsandThe Perfumed Garden

It is difficult to quantify the number of languagést Burton mastered. Some
sources put the figure at more than 20, includia¢gdts. That figure, however, is
likely too high, probably including many languadkeat he was familiar with but had
not mastered. A more conservative count of mastareglages would include:
English, French, Italian, German, Latin, Greek, diifsindhi, Arabic, Persian and
possibly Portuguese, with good proficiency in salether languages. Wright,
although critical of Burton’s work as a translatcknowledges that he was an
exceptional polyglot — “the greatest linguist araeller that England ever produced”

(Wright, 1906, p.xii).
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Burton’s approach to language learning began wimorisation of a list of
sentence types, essentially a basic grammar. H&dlwead through the list and a list
of basic vocabulary several times a day, limitiaghestudy session to 15 minutes
because he felt that he lost concentration aftar(ivright, 1906, p.65). He acquired
these basics in a week or two and then began rgadithentic literature, often a
gospel, because he found these easy to undersiaimg) the text, he would greatly
expand his lists of sentence types and vocabwyvould repeat the process with
more difficult books, always reading out loud satttthe ear might aid memory”
(ibid). Burton also paid attention to speakinglskitepeating difficult sounds
hundreds of times a day until he mastered thensahé/ocally repeating the

sentences he heard in conversation with nativekgppga

Harold Williams

Williams was born in Christchurch, New Zealand 8v&. His father, a
Methodist clergyman, tutored Williams from a youagge. At first, he did not show
much talent for learning but, according to Williammself, he experienced a
mysterious cognitive transformation at the ageewkes and began making quick
progress in his studies, especially Latin. Whilk atyoung boy, he coupled his two
strong interests — Christianity and languages rebyging the Bible in Dobuan, a
Melanesian language, and then constructing graran@rocabulary lists from the
text. In a biography of Williams, his wife claimsat, at eleven, in addition to Dobuan,
he knew Latin, Greek, Hebrew, French, German dtaéind Maori (Tyrkova-Williams
and Williams, 1935, p.3), although she gives nocatibn how well he knew them.

By his late teens, the list had grown to includedbuSpanish, Fijian, Samoan and
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Tongan (ibid, p.14). When he moved to Auckland/the was able to practice
speaking many of his languages with sailors aptire

In his early 20s, Williams began studying Russiad Bolish while working as
a clergyman. After coming into conflict with churahthorities, he left New Zealand
for Germany, where he began studying at universiéyeventually gained a doctorate
in languages from Munich University. Next, he movedRussia, where he worked as
a correspondent for British newspapers. While theeeadded several languages from
the region, including Finnish, Latvian and Georgiafter World War One, he was
unemployed for a time in Britain and took the ogpoity to teach himself Hungarian,
Basque, Chinese and Japanese. That he managedhdimself to read Japanese
newspapers is testament to his thoroughness. Ih, @2became the foreign editor
for theLondon Timesnd so was given further opportunities to usddmguages.

It is not clear how many languages Williams masténgotal. One estimate
that is often given is over 50, but this is prolydidsed on the languages listed by his
wife in her biography of Williams, a list that mighot be completely reliable and, in
any case, does not take into account the questiwh&ther Williams mastered the
languages or simply had some proficiency in theenéstheless, given his extreme
interest in and widely acknowledged talent for laage learning, his doctorate in
languages, his many years of living, studying andkimg in foreign countries while
using the local languages and the accounts of roamemporaries, it is probable that

he mastered 10 or more.

Kato Lomb

Lomb was born in Hungary in 1909. She did not heawe special interest or
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proficiency in foreign languages until her 20shaligh she had studied some French,
German and Latin in her childhood. While studyingd doctorate in chemistry, she
started taking French classes and had some suédtssshe obtained her doctorate,
she began taking classes in English while at theedame doing a great deal of
self-study in the language, such as using a tektbod reading English novels
(Krashen and Kiss, 1996).

Lomb enjoyed the process of learning foreign laiggsaso much that she
moved on to other languages — German and Russidne/fA&nd of World War Two,
she used her Russian skills to interpret for Rass@ops that had occupied Hungary.
She next devoted herself to Romanian and Italiamréund 40, she began taking
Chinese lessons at a university and became fasdimath the language and culture.
A few years later, after reaching an advanced lev€hinese, she moved on to
Japanese and eventually worked extensively asiglatar and interpreter in both
these languages. She continued learning new laeguhgoughout her life, beginning
her last one, Hebrew, in her 80s. She worked esnalaitor with a total of 16
languages but stated that she was not at an adVvénae in all of them. In addition
to her native Hungarian, she was at a near-naiwe in English, French, German
and Russian and had a very high proficiency in éitheer languages: Italian, Chinese,
Japanese, Spanish and Polish (Lomb, 2008).

Lomb wrote at length about her approaclPalyglot: How | learn languages
(Lomb, 2008). Typically, she began her study adraglage by perusing a dictionary
with Hungarian translations. She did not necessbdrn words this way but gleaned
basic knowledge of the writing system, phonologg arorphology. This preliminary

step was her way of sampling the language, “makiegds with it” (ibid, p.148).
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From there, she moved on to a grammar textbookvéllsas completing exercises in
the textbook, she would write similar sentences imotebook. Because “all of this is a
bit tedious” (ibid, p.149), she would at the samgetread a novel in the language. At
first reading, she simply tried to understand wdrdm the context and write them
down in their context in her notebook for revievatér, she would read the book a
second or third time, each time trying to undemtarore of the story and hence the
language. She would also listen to radio broadséagte language and record them
for re-listening. Later in the learning proces® sfould study with a native speaker,
focusing on listening and writing. She felt thaitilmg was pedagogically superior to
speaking because people are more likely to use tiffi@ilt language in writing and
can thereby “expand the framework” of their undamding of the language. She
would begin by writing her own compositions buteaihe had progressed to a
higher level, she would translate other texts tholanguage because this forced her
to use language she otherwise would not have $&exvalued speaking skills also —
as would be expected of a simultaneous interprebert seems to have believed that
other skills should be developed first.

In addition to the above activities, Lomb put aagréeal of emphasis on
attitude. For her, interest in the language waarpaunt, far more important than a
gift for language learning, which was a concept tiee believed to be largely an
illusion. Nevertheless, she encouraged learneuseédhe concept to their own
advantage, writing that they should convince thdwesethat they are linguistic
geniuses because a positive attitude was impddasticcess with languages (ibid,

p.173).
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Kenneth Hale

Hale was born in 1934 in lllinois, USA and grewinf@rizona. From a young
age, he showed an interest in other languagesjmegthe native American languages
Navaho, Jemez, Hopi and Tohono O’odham from clagssma school and university,
and learning French and Spanish in high schoosetadis high school teacher
recommended that he focus on one language at dtibtdale felt that he learned
better when studying multiple languages simultasou

He obtained a doctorate in linguistics from Indiafraversity and did field
work with ethnic groups whose languages had notipusly been studied in depth by
linguists, most notably several years of work wigetnious Australian Aboriginal tribes.
Later, he became a professor at Massachusettsitasif Technology, where he
specialised in the languages of small minority ggowHale himself was modest about
his language abilities, which makes it hard to pitigs actual accomplishments. He
stated that he was fluent in only three languagaslish, Spanish and Warlpiri, an
Aboriginal language (Keyser, 2001). However, mahlgis fellow linguists attest to
his advanced skills in many other languages, eafpetiis native-like pronunciation
and profound understanding of grammar. There arerdoof anecdotes relating how
quickly and how well Hale acquired new languageg.(&engoyan, 2003). Some of
these — such as the story about him speaking flisgranese after watching a
Japanese movie with sub-titles — are almost céytaiaggerated. Others are
supported by multiple, reliable sources. As withestpolyglots, the high figure that is
touted in newspaper articles and websites — in'slaése it is 50 — is likely to be the
number of languages in which he had intermediatéqdency or better. Nevertheless,

the weight of evidence suggests the number he nedsteas at least 10, many of
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them languages spoken by small minority groups.

Hale said that he preferred to learn a languagelking with a native speaker.
Then, using the knowledge he had acquired from exwation, he would write down
his own sentences, the more complex the bettewas$ealso said to use dictionaries,

textbooks and novels if they were available inlérguage he was learning.

Alexander Arguelles

Arguelles was born in the USA in 1964. Accordindhie own account, he was
not very successful at foreign language learning esild and teenager. It was only
when he entered Columbia University that he beganake significant progress. His
language classes there met five days a week, halll snmbers of students, were
taught by enthusiastic teachers and took a traditigrammar-based approach. These
conditions enabled Arguelles to progress to a dewel in French and German by the
time he graduated, though he does not make cleatlghow well he knew the
languages at that time. During the same perio@|$eetook classes in Latin, ancient
Greek and Sanskrit, and studied Spanish by himsalig a grammar translation
textbook, listening tapes and casual conversatitimmative speakers. His level in
these languages was somewhat lower than his Feerttberman at the time.

While studying for a doctorate in comparative higtof religions, Arguelles
continued his study of foreign languages, espgcaitthaic languages such as Gothic,
Old French, Old Norse, which were related to hesith topic. He also used French,
German and Latin for research and regularly spgdeniSh in social situations. After
completing his doctorate, he received a grant tcedearch in Germany. In Germany,

he made a point of avoiding English, going so fatcamake German his “mental
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operating system” (Arguelles, 2011a). He travetl@dughout Europe at this time and
found that, by virtue of his proficiency in seveRdmance and Germanic languages,
he could very quickly reach an intermediate lemabéw languages, such as Italian,
Dutch and Swedish.

After living in Germany for two years, Arguellesesyt the next eight years,
from the age of 32, working as a professor at a&arsity in Korea. His position gave
him considerable time to devote to language legraimd he took full advantage of
the opportunity. He claims to have often spent déré a day studying, almost
entirely by himself with textbooks, tapes and regdnaterial, such as readers or
novels (ibid). He focused at first on Korean anehtlexplored a wide array of
languages, some of which — Russian, Arabic, PeesidnGreek — he learnt to a
high-intermediate or low-advanced level. At the afd0, he took up a position at a
university in Lebanon and set about further deviael@is Arabic proficiency. Now at
47, he lives in Singapore and continues to wokrangthening his most advanced
languages. Through his own and other websites,éliegihas provided some
information about his level in various languageswidver, he tends to focus primarily
on his level of reading comprehension in the laggsaand gives relatively little
information about speaking and listening skillsim@oassessment of his speaking
skills in some of his languages can be made fraernet videos in which he speaks
the languages (e.g. Arguelles, 2008; Arguelles1BRIFurthermore, several people
attest to his speaking skills in the various lanppsathat they have heard him speak
(e.g., McCormick, 2009). These remain somewhatliztnle measures of proficiency
— as is the case with other polyglots — but thelycate that Arguelles has probably

reached a highly advanced level in at least 12daggs: English, German, French,
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Spanish, Italian, Dutch, Swedish, Latin, Old NoS& French, Korean, Russian and
Arabic, with Portuguese, Greek and perhaps Peasighe cusp of that level.

Like Lomb, Arguelles has written at length abowt &pproach to language
learning. In the early stages of learning, he psetie work by himself with
grammar-based textbooks, such as the old versiohssimil, Linguaphone or Teach
Yourself series. He listens a great deal to therdings that accompany the textbooks
and also reads readers or other easy reading alatée has long used two somewhat
unusual techniques: shadowing and scriptorium. @haxy involves listening to
speech in the language and immediately repeatimgt iftoud. This leads to more
intense concentration on the listening task, hedpevelop better pronunciation and
speaking speed and may also promote noticing ohigratical structures. The
scriptorium technique involves reading out loud #rmeh copying down sentences
from written texts. After copying down the sentenbte learner checks any unknown
grammar or vocabulary in it. This technique ensaresore thorough consideration of
the language of the text, while also providingtertpractice of speaking skills. When
he has gained a solid foundation in the languaggyéles often takes private lessons
with native speakers to improve his speaking shkitld reads authentic native-speaker
texts, such as novels. He also tries to spealatigubge as often as possible, writing
that, for the purpose of language learning, he ineca more outgoing person “who
sought out and created conversational opportuniffeguelles, 2011a). He tends to
study more than one language at a time and ussadigds only 15 minutes or so on
each activity, so that a two-hour block of stuay, éxample, often includes as many

as eight different activities with two or three darmges.
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Discussion

In the experiences of polyglots profiled in thifice, certain features appear
with such regularity that it is reasonable to sespieat they have widespread
relevance in second language acquisition. Sevétabse features are outlined below.
Of course, emerging as they do from brief and gan@ofiles of only seven polyglots,
these points do not represent firm conclusionstatiter, preliminary points of
interest that would attain more significance in bamation with similar findings in

other studies of polyglots or other areas of se¢anguage acquisition.

Polyglottery is possible

Even allowing for some imprecision or exaggeratiothe source material, it
is probable that each of the people profiled heeeled a highly advanced level of
proficiency in at least eight languages and thatesof them mastered many more
than that. The main finding, then, from this ovewiis that mastery of eight or more
languages is possible. Some people would counteasisertion with the argument
that these polyglots have a special and innat¢uatifor language learning and
therefore their experiences are not applicablgdal language learners. This

argument leads us to the next point.

Innate aptitude is a poor explanation for at leassome cases of polyglottery
Despite studying languages from childhood, botmhand Arguelles failed

to make progress in foreign languages until reddyilate ages (Lomb in her 20s;

Arguelles at around 18). This indicates that thieyrmbt possess a special innate

aptitude for languages and that such aptitudetis fiactor in the extraordinary
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success that they achieved after that. In factgltgs (2011b) has stated that he does
not believe he has special talent for languageiegr

Even in cases when polyglots acquired multiple laggs as children, they
did not always experience the quick and straightéod progress we would expect
from naturally gifted learners. Jones and Willidmegan learning a foreign language
at very young ages — probably before five in babes — yet neither of them made
much progress for the first few years. Until the af 10, Jones’s results for Latin
were worse than many of his classmates at Harfalenles and Williams did have
extraordinary natural talent, it is odd that ithkoears of language learning before it

became apparent.

Intense study

Lengthy and focused study explains the polyglaistess far better than
innate aptitude does. Arguelles spent years stgdgimgyuages for many hours a day,
often as many as 16 hours a day. In her dealglot: How | learn languaged.omb,
2008), Lomb makes it clear that she too put afstudy time into her languages.
Teignmouth wrote of Jones that “he was no lesshitetkto his uncommon industry
and method for his attainments, than to his supegapacity” (Teignmouth, 1807,
p.43). Russell (1858, p.476) wrote similarly of Mefanti that “the eminence to
which he attained is in great part to be attributelis own almost unexampled
energy, and to the perseverance with which he oedi to cultivate (his) gifts to the
very last day of his life.” What fueled this intenstudy? Each of the polyglots had
different reasons for learning foreign languagétate wanted to preserve endangered

languages; Jones and Arguelles wanted to undergtaatlworks of foreign literature
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in the original languages; Lomb wanted to further ¢tareer — but in addition to those
reasons they all seem to have shared an intrintgoeist in languages and taken some
delight in learning languages simply for the sakkearning and figuring them out, as

if they were a game.

Self-directed active learning

All seven of the polyglots directed their own léagto a very large degree,
usually deciding of their own accord which languateey would learn and how they
would learn them. That is not to say that theyrttireceive help from teachers and
others. Even in that respect, though, the polydiats very clear ideas about how to
benefit from others’ help and seemed to be verpeaeimplementing those ideas. In
all aspects of the language learning process,tdreded to be in control of their own

learning.

Grammar focus

Since the 1970s, there has been an ongoing andinfense debate in the
field of second language acquisition about whelg@mers should or should not
focus on grammar in their study. Although mosthef polyglots profiled here were
dead by that time and perhaps never gave the isaub thought, the beliefs of all of
them are clear from their approaches — a focusamgar is important for language
learning. All of the polyglots made a point of payiclose attention to the grammar of
each language they studied. They did not necegsandly grammatical formulas or
attempt to gain meta-cognitive knowledge of grammarthey did at least focus on

grammar in context, especially by writing out atutying sentences that exemplified
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grammar points that they wished to acquire. KrastrehKiss (1996) downplay the
importance of grammar study in Lomb’s approach. eioev, Lomb herself states
clearly in her guide to language learning thatgbent considerable time focusing on
grammar by doing textbook exercises, writing secgsrbased on certain grammar
points and having her grammar (and other) erronected by a native speaker (Lomb,

2008, p.148, p.155).

Communication focus

On the other hand, the polyglots also made streegoficommunicative
methods in their study. In accounts of their liviegs very common to read that they
went out of their way to find native speakers oraatted learners with whom they
could practice speaking. It is interesting to ntde, that all of them read a great deal
of authentic native speaker texts — novels andiseio the languages they studied,
often from the first stage of learning a langudgemost of these cases, they appear to
have focused more on the message in the book hledariguage, which means their
reading was a communicative language learningifictivhus, we see in the polyglots,

approaches that always include both a grammar facdsa communication focus.

Learning more than one language at a time may hawe synergistic effect

Hale was the only one to state that he believedi¢haning more than one
language at a time made it easier to learn eattredanguages but most, or possibly
all, of the polyglots did at some stage study twmore languages together. This
suggests that there is a possibility that it hagreergistic effect. Hale’s

recommendation alone makes it worthy of considemnati
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Languages can be mastered relatively late in life

One of the persistent myths of language learninigasadults — and especially
middle-aged or older adults — cannot make muchrpesgn learning a foreign
language. The myth is countered by all of the ploltgg Lomb is a particularly good
example of an adult going from no knowledge to ®igstin her 30s, she began
learning Russian and eventually reached a veryleiggl in the language. In her 40s,

she did likewise with Chinese and Japanese, l&tmion-Indo-European languages.

It is not necessary to spend time in a country wherthe language is spoken

This is an obvious point. However, spending tima country where the
language is spoken sometimes appears to take ggeneted importance in the mind
of learners and lack of it is sometimes used asxanse for poor results actually
caused by lack of study. The most striking rebutidhe belief is that Mezzofanti
mastered more than 25 languages without ever lgdtaty. Lomb wrote that going to
a country where the language is spoken often pesumb benefits that could not have
been attained in the home country and that it leag httle benefit for learners in the

early stages (Lomb, 2008, p.158-9).

Study every day

The two polyglots who have written about their teag in most detail, Lomb
and Arguelles, both recommend frequent study penodil a reasonably high level of
proficiency is reached. In fact, Lomb’s first rdlelanguage learning was: “Spend
time tinkering with the language every day” (ibpd159). Arguelles (2011a) states

that one reason why he began to improve in Frefiehentering university was that
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he took French classes every day at universityjkeihligh school. Although it is not
clear, it may well be that other polyglots placedikar emphasis on the frequency of

study.

Multiple short periods of study

Burton (Wright, 1906, p. 65) stated that he didlil@ to spend more than 15
minutes studying a language at one time. He cdytapent more time than that
studying each day but rather than studying in ong block of time he used multiple
short sessions. Arguelles appears to do somethnmias Although he continues
studying for longer periods of time, he tends tarae activities roughly every 15
minutes, often changing from one language to amotloenb also appears to have

changed learning activities several times durirchekay’s study.

Conclusion

It is likely that the polyglots’ success owes mtwéheir regular and persistent
study than any innate aptitude. As such, their @ggres to learning have relevance
for anyone attempting to learn a foreign langu&jespecial interest are the features
that appear frequently in different polyglots’ apaches, several of which emerged in
the overview here. On the whole, the topic of ptattgry seems rich enough to

warrant considerably more attention than it hasived up until now.
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The Romanticized Plato
Peter Cheyne
Abstract

This paper argues for a reading of Coleridge tbhabnly claims a philosophical lineage
going back to Plato, but also that one which recamthat Coleridge modified the Platonic
epistemology and ontology to yield a philosophifcaine for RomanticismAn analysis of Plato’s
Divided Line passage in Book VII of the Republic provides a scheme for Plato’s scheme of
knowledge and being, and this is shown to lie behind, with modifications, Coleridge’s polar
scheme of the mental faculties (1). Itis argued that Romanticism is not only a moeatwith a
Platonic heritage, but also that it is a modificatof Platonism, the major difference being a new
understanding of the imagination more consonart Riato’s actual use of poetic description, symbol,
and myth, followed by the elevation of this imadiona to a position above the understanding, Plato’s
dianoia By recasting the Divided Line that harmonizesftmilties into a polar scheme, Coleridge
returned a dignity taisthesis sensory intuition, such that it could be recogdias the unselfconscious
counterpart of reason, able to recognize beautlyersensible, and to have a sense—although largely
without comprehension, first principles, or evegital consistency—of meaning and value.

Reading a Romantic Plato is possible in two diffiéteut complementary
ways. There is the Plato of the Romantics, tha&lsto as read through and
interpreted by the Romantic philosophers and pdétste is also the proto-Romantic
Plato, anticipating the nineteenth century Romantigover two thousand years and
influencing them directly, as well as through tle®+Platonists, such as Plotinus (204
— 270); the Italian Renaissance humanists suchaasild Ficino (1433 — 1499) and
his Florentine Academy, recreating of the Acadeiini§lato, and Pico della Mirandola
(1463 -1494); the German mystic, Jakob Bohme (12834); and the Cambridge
Platonists, most notably Henry More (1614 -1687%) Ralph Cudworth (1617-1689).
There are elements throughout Plato, and spe@Bsamges in his works, that can be
read as proto-Romantic. There is also a proto-Rtimatnain throughout Plato in the
dynamic and creative tension between rationalll@tieial philosophy and its
expressions in impassioned and imagistic poetit for

Here | examine how Platonism was transformed irhdnads of the
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Romantics. The most important of these changesmiiae role of imagination.
Through imagination as Coleridge recast it, Ideasaffect the understanding.
Without this imaginative act, the understandinthes lower understanding only,
remaining at the level of concepts and abstraciaitough this were the end and
apex of thinking, which is, of course, Coleridgaisicism of empiricism. | examine a
central schema of Plato’s epistemology and ontglthgyDivided Line analogy, and
argue that Coleridge creatively recast this schenaénly by finding a higher role for
a radically re-thought imagination. The resultlaétrecasting can be described as a
Romantic Platonism.

Authors such as Mary Ann Perkins (2), and R. M.eH&) have argued for a
reading of “two Platos”. | basically sympathize hvtuch readings, as | find both a
creative tension in Plato between the sometimee gluy search for definitional
clarity, and metaphysical precision, and the paetins taken when Plato wishes to
gesture towards ineffables such as the state déognating the Forms, the
confrontation with Beauty, or the encounter wittieamonic conscience. However, |
prefer not to talk of “two Platos”, because thatdny phrase is not subtle enough
express the notion of the creative tension as baingys present in Plato. In my
opinion the creative tension is not so much a creaénsion in one man, Plato, but a
dynamic seen to be necessarily present, if pursugdod faith, in the nature of the
problems he pursued.

James Vigus has recently published a book aboubfluence of Plato on
Coleridge, and he does a very good job of traciatpR influence within the
Coleridgean corpus (4). | agree with Vigus thatefidge’s Platonism was genuine,

and | add that Coleridge then modified Platonisomatimes in the light of Plotinus,

93



sometimes in the lights of Kant and Schelling, talgahe direction of German and,
from his and Wordsworth’s own creative endeavoBragish Romanticism.
Raymond Geuss has fairly recently continued whalieve to be the mistaken,
Nietzschean (and what Geuss calls post-Romaniici@@rpretation of Plato that
holds that Plato championed propositional knowleagéhe ideal and apex of all
ethical and practical life. This | believe to bestaken because for Plato the highest
form of knowledgenoesisand its eventual contemplation of the Forms, tisnaltely
non-propositional, despite the epistemological astethis position through
conceptuatianoiaand logical dialectic. | partially agree with Geigsposition that
Plato considered poetry to be ‘not a reliable vehiar correct knowledge’ and that
the ‘Romantics tried to reverse Plato’s specificcamt of poetry and its valuation,
claiming that it was an important kind of knowled{. However, the reality is not
so simple, especially when considering Plato’'safssevated, poetic language to
symbolically convey the perhaps otherwise ineffalidsvs from the summits, as it
were, in his dialogues.

The poetry of Diotima’s instruction, to Socrates,tbe ladder of love, in the
Symposiumthe winged charioteer of thiithaedrussymbolizing the soul’s spirited
ascent to contemplation of the Forms as an asceasmned by the encounter with
Love and Beauty; the allegory of the prisonerdm¢ave in th&®epublicto show the
political task of the philosopher as having to @estback into the cave and point out
the illusory, shadowy nature of what is being taf@mreality; the myth of the
demiurge in th&imaeugo convey the theoretical role of the Forms ascneating
the world, but as being needed for the order egpedd in it: these are passages of

the greatest poetical genius. While Plato knewughbto use the clearest
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propositional language as far as it could take hiewvas equally certain that
propositional explication could not take us all Wy, as far as the dialectic goes.

My argument is basically that Romanticism can beeustood as a
modification of Platonism. | propose that Coleridgade some of those important
modifications to Platonism to fashion a Romanticoohand system out of the
Platonic system. Ernst Cassirer insightfully comtadrthat ‘To poeticize philosophy
and to philosophize poetry — such was the highiesiof all romantic thinkers’ (7).
This is an accurate description that can be verifie tracing the development of
philosophical concerns throughout Romantic poetsywvell as explicitly in
Schelling’s assertion of Art as the highest expogsef a culture’s philosophy, and in
Coleridge’s self-declared mission,Biographia Literarig requiring the difficult
pursuit after the rigorous logic of poetry.

One of Coleridge’s key modifications to Platonismsao place his
Romantically reconceived category of Imaginatiotwaen Plato’s levels ofoesis
(reason) andianoia(mathematical and scientific understanding), pesheven
straddling both. The dividing lines are not to lbbaceived strictly. Indeed it is well to
recall Coleridge’s maxim that, ‘It is a dull andtobe mind, that must divide in order
to distinguish; but it is a still worse, that drgjuishes in order to divide’ (8).

The point is not to stress an insistence on a feaged mind, but to show
first a Platonic and then a Romantic (Coleridgeanlel of mind, to see how the
latter is a modification of the former, how botloshdifferent models for the unified,
harmonic nature of that mind, and how the Coleragemodeling provided a system
resulting in a Romanticized Platonism. To expldis tnodification is to follow the

direction of the changes made, and to consideméemning of these changes
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concerning the dynamics of the whole system.

A creative tension is evident in Plato’s writingsit can be felt in his
epistemology, and throughout his works. It is #reston between the mystical and the
logical. This tension is doubtless partly relatedPtato’s attraction to Pythagoreanism,
with its tendency to number mysticism, the belrefttnumber is the fundamental
constituent of the universe, and that the harmdrli@spheres is the result of the
mathematico-musical order held to be found in th&mos. The Pythagorean School
held that number is mystical. On the mystical itiBlatonism is the example of
Socratestlaimon like a call of conscience, which brought him twaamce when he
said or was about to say something “offensive ¢oghds”. The original meaning of
‘mystikos’'was ‘closed lips/eyes’ and later meant an initiated describes in literal
terms a response to the acknowledgement of thiabief The inspiration described
in the lon, a dialogue exploring how the rhapsocist persuade the audience, is an
example of pre-philosophical, rhapsodic persuatiahworks, so the analogy went,
like a kind of magnetism, transmitting the inspoatof the poet to the audience.

The Socratic trance of tldaimonexperience is of a higher level, and is taken by
Plato to be something more mysterious. Rhapsodsupsion can be understood as a
kind of human magnetism or hypnotism, lulling reaswm sleep, but the moral

intuition that Socrates was described to have eéspeed is one that awakens reason
to the Good. An example of this is outlined in Bfeaedrus.

R.M. Hare saw this tension as leading to two wdysterpreting Plato,
which then leads to a view of two Platos, Patolzeitd. The one interpretation of
Plato is of an eternity inspired mystic advocatamgascetic life of mystical

contemplation, eschewing worldly opinion and ananitiThis interpretation is one

96



perhaps originally exaggerated to by the religiGm®stics, which view (the also
mystical) Plotinus attacked as simplistic and réigrec with the Gnostics interpreting
Plato as proposing that the phenomenal world i®arg prison for the divine spark
of soul (9). Hare suggests that this mystical Platould have been at home in a Zen
Buddhist monastery” (10). The “other” Plato pursaaalytic philosophy, is
concerned with definitions and problems of linggisheaning, and skillfully employs
dialectic method to unravel ethical, ontologicald apistemological problems,
revealing theiaporia, and is more often than not more content to l@ageblem
unsolved, but now more clearly comprehended, tbgrdpose theories or to be
otherwise dogmatic.

Hare presents a breezy, cheerful account of twim®laut this account risks
missing the point of the one Plato working withioraative tension of currents. By
proposing that the pursuit of definition and thelexration of positions through
dialectic is that of a rational, analytic Platogarould easily miss the point that the
purpose of dialectic is to ‘follow the argument wneer, like a wind, it may lead us’
(11). The logic of dialectic leads the participamntglirections, with its turns and
returns, that are not always comfortable. It isandty, professionally academic
process that necessarily excludes the possibilitypiritual journey’. Hadot has
described the Socratic dialectic of Plato’s diakgas ‘spiritual exercise’, indeed as a
‘Way of Life’ (12). The pursuit of dialectic sometes benumbs the participant, with
the exposing oéporiain their arguments and definitions leading toelifey of being
stung by a stingray. This process of elenchusragssexamination, in dialectic is
used to show upporia or ignorance and from this, newly recognizedtkstay

position, to foster a desire for genuine examimgtimth self-examination of virtues,
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beliefs and opinions, as well as examination oéel states of affairs. The elenchus
and continuation of dialectic is a spiritual exsecin the sense of being a
philosophical pilgrim’s progress.

Mary Ann Perkins challenges, following Bernstei)la
modern-postmodern view of Plato as the villain lofgsophy who elevated reason to
an absolute power and who inflicted an ideal ofargals, grand schemes, and
absolutes onto subsequent thinking. Perkins idestihis anti-Platonic view with a
twentieth century move, particularly in Continerdilosophy, against logocentrism,
best exemplified in Derrida, deconstructing Plasamithe Enlightenment, and
Romanticism. Over 150 years earlier, Coleridge sefending Plato against charges
of ‘estranging the mind from sober experiences’ tinad Plato was indeed ‘inductive
throughout’ (14).

Perkins argues that Coleridge’s “other Plato” waagainst the atomizing
experience into only phenomena from the sensesyahdunmitigated hostility [...]
pursues the assumptions, abstractions, generahtesverbal legerdemain of the
sophists!”( 15). This was the Plato who, in recagrg the unity of the True and the
Good, paved the way for Kant's deontological ethsteowing how a non-empirical
ethical system can be reached by pure practicabredor Perkins, Coleridge’s
preferred “other Plato” is opposed to that readihBlato which represents him as
representing the absolute, the universal, andtdrea. The “other Plato” is taken as
understanding that the objectsnafesiscannot be represented, for any representation
would be in concepts and images, abstractionstrargdfall short of the measure of
thenoemataHence, the “other Plato” often discusses the mare towards the

noematathe Ideas, with self-consciously poetic symbolisitegories and similes.

98



The misrepresentation of Plato in Coleridge’s deshpps was partly derived from the
empirical tendency to understand symbolism as attstn from phenomenal
experience. In this case, as abstraction, Playo'gslic passages would necessarily
be merely fanciful and fallacious, however, Colgds point is that Plato’s
symbolism was not pushed from behind, from senper@nce and abstractions
therefrom, but was pulling upwards to indicate Kleéhe final ascent to which could
not be present in any concept or symbol.

Perkins attributes the skewed, negative opiniorRlato and Coleridge to a
‘philosophical collective unconscious’ which, sirtbe seventeenth century, has
separated reality ‘into a “really real” which isggtomenal, and directly experienced
[...], on the one hand, and a parallel but entirelyjsctive reality, on the other. The
latter may be emotionally, aesthetically and mgrsignificant but has no claims to
universality’ (16). Platonism is hence prone tadbébed “other-worldly”, and
Coleridge thought to have been better off ‘confinims metaphysical meanderings to
poetry’ (17). Contrary to this opinion, Coleridgeld that he was pursuing an ideal
Realism, certainly insofar as he, with Plato, h@idciples to be logically antecedent
to phenomena.

Coleridge faced a seemingly insurmountable difficul the dogmatic
empiricism of his day, a day in which Kantianismswent yet widespread in England,
which presumed that principles can only be abstnastfrom phenomena, rather than
being their causes, constitutors and constantaégysl The challenge Coleridge faced
against this metaphysical prejudice of empiricisaswecounted in an entry of his

Table Talk, recalling a conversation with an acqtaice:
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He told me that facts gave birth to, and were theohlute ground of, principles;
to which | said, that unless he had a principleseal&ction, he would not have
taken notice of those facts upon which he grounuisdprinciple. You must
have a lantern in your hand to give light, otheewal the materials in the
world are useless, for you cannot find them; angoifi could, you could not
arrange them. “But then,” said Mr. —, “that prinleipf selection came from
facts!” — “To be sure!” | replied; “but there mustave been again an
antecedent light to see those antecedent factsrélapse may be carried in
imagination backwards forever, but go back as yay gou cannot come to a
man without a previous aim or principle.” (18)

Coleridge’s “other Plato” was not only set agaihst empiricists of the day,
but also against some of Coleridge’s recent conteang Enlightenment and
Romantic philosophers. Coleridge showed Plato syicdity expressing, in his
dynamic philosophy, the unity of reality as a unitigh distinction, as opposed to
Schelling’s apparently Parmenidean Absolute asity ohutter sameness, which
unity Hegel criticized as ‘the night in which aws are black’ (19).

The notion of two Platos in Hare seems to be ussffitst, in identifying
different currents at work in Plato, but ultimatetyst be seen as superficial.
Perkins’ “two Platos” notion seems to bring us elo® the reality by contrasting not
two Platos, but two interpretations of Plato. Witkhe so-called analytic Plato
operates the current aiming towards ultimate kndgée via a process that requires
aporiato be contemplated, ignorance to be recognizetisarbborn, cherished
opinions to be abandoned as the participants reggdhe rational and spiritual
obstacle course of dialectic.

Within the so-called mystical Plato, exhorting thedience to seek
knowledge in invisible Forms, are quite logicalargents that assert, for example,
that any, indeed all, sensible examples put forvaardxamples of Justice are flawed,

and in some way or other can also be shown to hestu\ny particular police officer,
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any particular lawyer, and particular law in anytgalar nation can be shown to
suggest Justice, especially when all the particetamples are considered together,
but will always also be able to be shown as capablieading to injustice in some
case or other. That is, the particulars taken emglify Justice can always be shown
to be not universally Just, that is to say, Jusiviery possible and imaginable
circumstance. This is not to make the trivial olaa@on that particulars are not
universals. Plato does not argue the trivial pthiat particulars are not universals, but
rather that if we wish to know what, say “intellig®” is, observing examples of
intelligent men and women will provide an initialige, but will also lead us astray
until we then progress from the stage of obsersggsibles and move into a more
general approach dealing with abstracts. And agleim the abstracts, which are
dealt with according to theories and their schematta axioms taken for granted in
subjects such as Geometry, one can progress tbarsiage, that of dialectic leading
to noesis which is taken to be an intuition of Ideas witheither a perception of
sensibles or an imaging of mathematical or con@sithemata.

The Phaedrus contains an excellent example ofdbegPlato. Jowett
summarizes this very well, in his introductory gsgathe Laws, ‘the higher art of the
Phaedrus, in which the summer’s day, and the doeds, and the chirping of
grasshoppers, and the fragrance ofafpeus castufchaste tree], and the legends of
the place are present to the imagination througtimudiscourse’ (20). In the
Phaedrus Socrates attempts to better Lysias’ speech os Mtierein Lysias argued
that the beloved should choose a “lover” who ism;ahtional, and not really in love.
In competitive response, Socrates grows eloquemisispeech against eros and in

support of the non-lover. However, tti@imon Socrates’ inner voice or inner god,
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stills Socrates’ speech, calling him to silence agitbction before an improved
argument can be formed. The previous argumentsatscrealizes, were ‘clever, but
not wise’. Then Socrates gives the celebrated axtafuove as an irrational, but
extraordinary, madness, a divine madness. Pladtesethis inspiration of wisdom
above cleverness to his theory of the Forms. Theige lover, described as a
charioteer driving a pair of winged horses, comttbe sensual, unruly, Earth-bound
horse to be kept in harness with the noble, pieayén-bound horse. Beyond heaven,
all is without shape, and can only be “seen” wité intelligent mind. In this state,
such Forms as Justicepphrosuner Self-possession, and Beauty can be
contemplated. In the analogy, experiencing beaugnbther person is a spur to
contemplation of the Form of Beauty, hence it guad to be unwise to either eschew
beauty or to give way to it only sensually.

This is a progression whose movement is born ofiposaagination and is
given expressively. What Plato actually meant [afeditic is a topic of perennial
debate. Popper considered Plato’s dialectic todsed on a doctrine of mystical
intuition and wrote off Plato as a mystic with {deian tendencies (21). By dialectic,
did Plato mean only an apparently irrational cotioedo knowledge itself, through
intuition of the Forms? Or is the movement of ditilewholly logical, advancing by
refutations and modifications, as in the very mdtRopper held as enabling
progression in science? Evidence for both of tih@sepretations can be found in
Plato’s writings, and the creative tension desctileove works between these
meanings. The mysticabesisinspired by thelaimonin the dramatic dialogues
shows a proto-Romantic side to Plato, who thenesgad this inspiration with poetic

analogies.
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With Coleridge developed a rise in the status amdtfon of imagination,
both in general culture and within the Platonidlitian. From Plato, through Plotinus,
to the Romantics, the role of imagination grewmportance, finding its high point in
Coleridge's system.

This resulted in a Platonism more receptive to @xpy and communicating
ideas in and through the arts than Plato himseibeated. This Romantic, art-friendly
‘Plato’ (cf. Mary Ann Perkins’ “other Plato”) becaan idealized figure for
Romantics from Schelling to Shelley. Plato explogeéstions of the highest
philosophical and intellectual order by using theri of the dramatic dialogue, rather
than first-person, scholarly exposition. This methemains true to the Socratic
intuition that education, aaducare or drawing out, and especially within philosophy,
is more akin to midwifery, the profession of Soesmother, than to the attempt to
fill their charges with knowledge as jugs to empé#gsels as the sophists professed
they were doing.

Plato recognizes the need in philosophy for theasad wonder, of
amazement, of being shocked and dumbfounded, axdahthat philosophic frenzy
exemplified by Diotima, the mantic priestess. Fanf Plato representing the
denigration of human emotion in favour of a puratmematical reason replacing all
organic lines with right angles and integers, Pfatsents a higher synthesis of a
material, sensible, chaotic world given intelligityiinsofar as it has a formality
through the Ideas, the laws of phenomena that@rthemselves phenomena. For
Plato, spiritedness, receptiveness to sensualdogideauty, and the mood of wonder
are important motors for the highestesisof the philosophical attitude. Hence the

appeal of Plato to the Romantics who sought tcewstéiep feeling with profound
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thought.

In discussing what he recognized as the partigdaius of Wordsworth’s
poetry, Coleridge wrote that, ‘it was the uniordetp feeling with profound thought,
the fine balance of truth in observing, with theagmative faculty in modifying the
objects observed’ (22). Wordsworth saw reason gsipa in much the same way as
Plato, in dialogues such BhaedrusandSymposiumsaw that cleverness is not the
same thing as wisdom, and that wisdom is presesuch “divine madness” as love
and philosophical frenzy. Wordsworth spoke of ‘passwhich itself / Is highest
reason in a soul sublime’ (23). ‘O for some Sualled Coleridge, seeking for
wisdom with love, the intelligible with the sensu#hat shall unite Light and
Warmth’ (24). From here we can see the naturahections and affinities which led
to the Romantic embracing of Platonic themes ssahe unity of Truth and Beauty,
explicit in Keat'’s ‘Ode to a Grecian Urn’; and whiexplain Shelley’s devoted
translations of Plato’s lon and Symposium. Shetlgjed Plato, ‘essentially a poet’ in
a tract that | would like to quote from at lengthibexemplifies so well the

connections between the Platonizing Romantics laagtoto-Romantic Plato:

The distinction between poets and prose writeesvislgar error. The distinction
between philosophers and poets has been anticipBtatb was essentially a
poet—the truth and splendor of his imagery, andnleéody of his language, are
the most intense that it is possible to conceive.réjected the measure of the
epic, dramatic, and lyrical forms, because he sbuaglkindle a harmony in
thoughts divested of shape and action, and he doego invent any regular plan
of rhythm which would include, under determinatenis, the varied pauses of
his style. Cicero sought to imitate the cadencehisf periods, but with little
success. Lord Bacon was a poet. His language saget and majestic rhythm,
which satisfies the sense, no less than the alswg®trhuman wisdom of his
philosophy satisfies the intellect; it is a straihich distends, and then bursts the
circumference of the reader’'s mind, and poursfifeeth together with it into the
universal element with which it has perpetual sythpaAll the authors of
revolutions in opinion are not only necessarily fso&s they are inventors, nor
even as their words unveil the permanent analogthiofys by images which
participate in the life of truth; but as their pets are harmonious and rhythmical,
and contain in themselves the elements of verseghliee echo of the eternal
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music. Nor are those supreme poets, who have emgltnaditional forms of

rhythm on account of the form and action of thaibjscts, less capable of
perceiving and teaching the truth of things, thiaosé who have omitted that
form. Shakespeare, Dante, and Milton (to confineselves to modern writers)
are philosophers of the very loftiest power. A poisnhe very image of life

expressed in its eternal truth (25).

The Romantics were drawn to the unity of oppostey read in Plato: the
epistemology written in dramatic form; the syntlsesi reason and passion; the poetic
passages to continue where rational argument &ttal concepts must give way to
the symbolic. Coleridge's scheme, his counterpaPiato’s Divided Line, is a
polarity with harmonies between the extremes, Aedwo middle sections on either
side, and on the two parts that meet in the cetras in Coleridge's writings, it is
made explicit that reason is present in senseiratitit way, sense is closer to its
opposite in the scale (reason) than to its neighffancy). While such harmonies
might be imagined in Plato's system, they are nexplicit in Plato’'s writings.

Hence we can see Coleridge's scheme as a modificztiPlato's that (a)
allows artistic activity to co-operate in the highatellectual activity, as argued by
Schelling: because ‘aesthetic intuition is meratgliectual intuition become
objective, it is self-evident that art is at onke bnly true and eternal organ and
document of philosophy, which ever and again camtinto speak to us of what
philosophy cannot depict in external form [...]t & paramount to the philosopher
[...] itis art alone which can succeed in objgatify with universal validity what the
philosopher is able to present in a merely subjedashion’ (26); and (b) allows
phenomena to appear from out of natural laws ad reéality in an organic fashion in
a way that does not conceive phenomena as congasisecond world”.

This point allows for a discussion of the Platdahed Romantics and whether
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Romanticized Plato might be a modification of Platioan exploration of one aspect
of Plato, the proto-Romantic Plato. The Romantiarreto Platonism was seen as
both a correction to empiricism and a progressiomfKant.

Coleridge's polar diagram elegantly communicatesRbmantic return to
Platonism and the major difference between this &dra Platonism and Plato's
scheme in the Divided Line is obvious, namely,dlevated place of imagination. The
preceding page shows Plato’s Divided Line aboveefidge’s harmonic polarity of
the mental powers that he sketched out while rggBigmnemann’s&eschichte der
Philosophie | propose that Coleridge’s scheme is a modifcatf Plato’s Divided
Line that both Romanticizes Plato and develops md&taic scheme from Platonism.
In the tables above, Coleridge wrote out the oad@nental powers twice, in opposite
orders, in order to emphasize the harmonies bettfeepoles. Note also that both
tables are best written out vertically, rather thanzontally, but for sake of clarity
regarding reading the words | wrote this out hartadly. This relation of Coleridge’s
scheme to Plato’s Divided Line has not previoudgribomade in the secondary
literature, nor was it mentioned by Coleridge, bloglieve it is an important tool in
both showing and exploring how Coleridge fashiohsdRomanticism out of a
proto-Romantic Platonism that needed a few tweslksh as the elevation of the
imaginative faculty, to become appropriate fordnéi-mechanistic, post-Kantian
Romantic movement of the nineteenth century.

The influence of Plotinus on Coleridge is apparBidtinus quietly passed
over Plato's imitative theory of poetic-artistipresentation, his own theory
proposing that poetic-artistic creation springsrfrihe same reason-principles, or laws,

as nature itself. This would be no mere reproductout aesthetic production forming
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its material. Thus for Plotinus, beauty in poetitiséic representation and beauty in
nature develop from the same principles. Plotingsed in the Enneads that the
aesthetic contemplation of art and nature leadstynerely discursive reason and
on towards the Ideas, or reason-principles, whabRlatonic argument also appears

in Schelling, as mentioned above.

Plato’s Divided Line

Chusia (heing) Genessis (becoming)
Moeton Posgston (opinable) or Horaton (visihle)
Imtellizible Sensible
Higher Forms/ [deas athematiral 1deas! Concepts E qnsible thongs bhnages n:\fﬂ'u.Jgs
Croodne ss, Toath, Chrcle, tnangle  Horse-ness, Horses, dogs, copies of things
reflections,
Eeaty, Tustice me, mtbers  dog-ness, tables, sperific thmgs shadoers, pantings,
table-ness poptc mmagery
Intellizerve Lo zical understan ding Belief Trvagimation
Reason Science & ratomnal thmking Iasion
Mo, Dianoi Picki Fikasi
Enowledze Cpinion
Epistame Doga

Coleridze’s ‘order of the Mental Powers’

highest
Eeazon Imagination Understanding

Understanding  Faney Sense

direction. Plotinus did not reject outright Platp@sition of imagistic representation

as mimetic, as we can seelinnead IV. 3.10, where Plotinus describes the imitations
of art as dim and feeble copies, mere eidola (Jdmdsso many “toys”. Again, this

time inEnnead V. 9.11, Plotinus joins painting and sculptur@émcing and mime as
art forms that take their models from the outwardesarances of the world of sense in
contrast to the higher art form of music, whichesikhe intelligibility of the essences,
the Reason-Principles of things, as its modelsetdéso, Plotinus raises architecture
and carpentry above painting, sculpture, dancepante, because the productive arts

are founded on the Ideal principles of proport@md moreover, their aim is actuality,
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not appearance, and they take their model fronidibe, the purpose, function, and
necessary properties, of a building, of a bed,sandn, rather than imitating any
appearance, which position is basically the santkaiexpounded by Plato in
Republi¢ Book X, namely, that of the carpenter’s bed asdkess far removed from
reality than the doubly mimetic bed of the pain&o.far Plotinus does not diverge

from Plato’s explicitly stated views regarding insi representation.

However, Plotinus’ explicit statements on the sabgo beyond what Plato
explicitly stated. Whether or not what Plotinussalpout artistic production goes
against Plato is a matter of debate, and there tonbt that Plotinus would have
been sure that his position was certainly in thetgd Plato and exemplified Plato’s
own practices as witnessed in the dialogues. AuBiely brings together the
materials in Plotinus to describe his distinctivego-Platonic contribution to
aesthetics (27). Plotinus, there is no doubt, cmred himself a Platonist, and would
not have considered himself to have contributedhang un-Platonic to that school of
philosophy. Nevertheless, the Plotinian theoryraéac creation is to be considered a
novel contribution, one which came from out of Btasm, but was not in the original
Platonic corpus itself. For Plotinus, the artistémthe work not on the material model,
but on the contemplation of the Ideal and the fpies of the thing portrayed. Rich
points to Plotinus’ example of the sculptor Phidi28). His celebrated statue of Zeus
was based on no human model, but was an attenephiey how Zeus would appear,
were he to manifest himself to us. Art remainsradlof mimesis, but it is a first-hand
mimesis, contemplating the Ideas themselves andgyiiem sensible expression.
However, Plotinus’ view goes deeper than thatpnd&ineadV, 8.1, he states that

artists do not merely reproduce the model, buteddeun back to the principles from
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which the natural objects derive.’ Here we havecal®h of artistic creation that is not
so much copying as running in parallel with itsidegal subject. The artist calls upon
the principles of creation which created the modedys them together in her
imagination, and uses these principles to rectbéatebject in a different material
setting. Rather than being a copy of a copy, genait is a copy of the essence
itself, or even a parallel of the essence itsalb hot wish to push this idea of artistic
creation as a kind of parallel creation in Plotitau$ar, because, for Plotinus,
‘something ugly that is alive is actually prefemld a beautiful statue’ (29). Still, we
can see that in a modified Platonic view, artipticduction is more imaginative than
imitative. Indeed, it could be considered erroneloysidge Plato’s statements
regarding imagistic reproduction and stylizatiorreferring to what we, and Plotinus,
called art, because Plato did not have the coraféptrt” that we are now using.
However that point may be taken, certainly we catect see a lineage from Plato to
Plotinus to Coleridge’s theory of the imaginationjolving an imaginative
contemplation of the principles within the subjetthe artistic work, and not merely
a skillful depiction of its outward forms.

This division in Platonism is not, | think, one gtly introduced by a Plotinus
wishing to both remain faithful to Plato and keeép drevotion to aesthetic
contemplation. It can be argued that it comes feotension enjoyed by Plato himself
in some of the more dramatic and poetic scenesidialogues. The most relevant to
consider here is when Socrates is seduced fromvdn$ed urban environment to
follow Phaedrus beyond the city walls and discoatsag the river bank between a
cypress and a plane tree. Socrates is seducee lohaimce of a good discussion as

Phaedrus holds in his hand the script of a speedbve recently made by Lysias, yet
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of the proposal to hold this discussion in the ¢owande, where he fears his reason
might fall under the sway of river nymphs, he olgetthe landscapes and trees have
nothing to teach me, only people dd&®h@edrus230d). In the spirit of this scene of
natural riverside beauty, in a spot between thetehiaee and the plane tree, with the
general topic of the lover and the beloved, weSmerates move from merely rational,
self-interested logic to an impassioned, elevatgetlinspired by Socrates’ feeling the
warning sign from hislaimon Had he continued the speech in favour of themati
detachment of the non-lover, he would have offerstedething sacred. Socrates
begins again, this time wholly in favour of a sigid love that might sometimes
appear to have a touch of madness, but this igimedmadness, like poetry or
prophecy. Without doubt, Plato relished inscribihig dramatic irony, having
Socrates'slaimonchide his first, too coldly logical speech, angpime Socrates to
sing his paean to the divine madness in love aetiypdiere we have the
proto-Romantic Plato, beloved of Schelling, ColgedKeats, and Shelley.

Plato's model of thought and thinking is impli¢itdughout his writings and
is most explicit when he directly discusses episteqgy. In such passages as the
Analogy of the Divided Line in thRepubli¢ Book VI; thePhaedrusAnalogy of the
Charioteer struggling to steer the white, nobleg&oh horse and the dark, dappled,
earthy one; and the Ladder of Love in 8yanposiumPlatonic epistemology and
ontology are seen to be inextricably related. Theaetetuss a dialogue discussing
the nature of knowledge. It is almost entirely egnsological, considering theories of
knowledge as merely perception; knowledge as trdggment; and knowledge as
true judgement with an account. Here Socrates arggainst Theaetetus’ theory (and

a related Protagorean, relativistic argument) knatvledge is nothing but perception.
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TheTheaetetuss Plato’s purest exploration of epistemologyeelsere in Plato the
epistemology is always intermixed with ontology.

Knowledge is then considered as true judgmentitbsiis also dismissed, as
one might by pure luck be possessed of true judgeméth no way to distinguish it
from false beliefs. Eventually, the definition ofdwledge as ‘true judgment with an
account’ is also seen to be unsatisfactory, becadefsg@ing ‘an account’ as
‘knowledge of the distinctions of the thing to b®okvn’ would make a circular
argument. The Platonic ontology of the Forms dadshave a strong presence in this
dialogue. In th& heaetetusve can read a presentation of epistemology cayeful
isolated from ontology. This epistemological argmtfellows an explicit progress
through a dialectic advanced by Socrates playirgyife to the young Theaetetus’
search to clarify what is and what is not knowledge

In the Divided Line passage of the Republic, weasinple rendering of
Plato’s epistemology as it relates to his ontoldlyg, theory of Forms. This passage
may be read both epistemologically and ontologycdlhe Divided Line, with its four
main divisions, represents stages along the wagrs\knowledge: from shadows
and reflections; to the visible three-dimensiohahdgs that cause these images;
through concepts derived from these and mathenhatitions as refinements of
these; to the knowledge of the Forms themselvesedd the Divided Line as
progressing through stages of human awarenessaadat epistemologically. This
direction moves from murky, distorted apprehensimin®ality to an increasingly
general, abstract, clear knowledge of reality, ¢oéiting in the contemplation of the
Forms and the Form of the Good. Obviously epistegybnd ontology are

intertwined in the analogy of the Divided Line. Tovetological reading would be in
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reverse order, beginning with the most real inddatystem, the Form of the Good,
and the other Forms; then descending through maitieshnotions and general
classes of things; to the individual, sensibledbirwhich in turn create the shadows,
reflections and basic images from which we humaaggrbour individual
epistemological adventures.

Plato's Divided Line, read epistemologically, mofresn aesthesis artbxa
(sense perception and belief) abeikiasiaandpistis (images and opinions relating to
perceived objects), throughanoia (logical reasoning and scientific, abstracting,
empirical approaches) involvingathematikgconcepts to be found in mathematics
and in the empirical generalizations of sciencedl fnally to reason's dialectical
attainment to noetic knowledge of the Forms. Ig threction, following the
epistemological current that builds towards truewdedge, we read the line starting
from shadowy acquaintance with sense data, imagksedlections, which basic
forms of acquaintance yield imagining and perceptiRlato’s model then moves
through the common sense ‘animal faith’ of beliedl @pinion regarding perceptions.
Beyond this stage, conceptualization leads to th@qkafter empirical generalizations
produce the schemata required by science andd¢heital arts. Thedianoig,
rational thinking, produces the elements and foamuwif mathematics. Finally,
through dialectic and through sustained contengiathere is the stage of episteme,
which allows for anoesis or rational intuition, of the Forms, and, ultiralgt the
Good or the Form of Forms.

When read ontologically, the movement through tiveldd line is to be
understood in the reverse order. Reading the diMite ontologically is to see it as a

model of reality with its reflections and shadowastdnto faculties of mind
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corresponding to levels of reality. In the ordettohking, proposes Plato's model, we
tend to move from images, through opinion, to cpt&eo pure science, to that
imageless contemplation noesisthat is, he asserted, to be won through dialectic.
This is a movement from shadows, reflections, irsagad opinions, through
conceptual and dianoetic refinements, to noeti¢ezoplation.

However, the order of our usual thinking is an oftiat traces backwards,
from what is most obvious and apparent (phenomienajhat is not phenomenal at all,
and is the dialectical opposite of appearance. lysoar thinking moves inductively
from appearances to concepts and plans, or ruié¢selorder of being, rather than of
thinking, Plato’s dynamic moves the other way, friiv@ higher forms, through
mathematical and then empirical concepts, to paysicjects and then their images,
shadows and reflections. That is, from sun, agre, to shadow. It should also be
kept in mind that while the epistemological movetrean properly be described as
having the movement outlined above, the ontologimaement in Plato should be
understood only metaphorically as movement andifian. The epistemological
movement really is a transition from basic intuisdo more cognitive and developed
levels of acquaintance with and knowledge of imagbgects, concepts, and Ideas.
We can see this movement in studies of child dgretmt, such as in Jean Piaget’s
psychological work in what he called genetic epgitogy. The movement along the
epistemological direction really is a movement lsesait requires and takes time; it
moves along stages. But following the other dimttihe ontological direction, the
movement can only be metaphorical. For Plato, ttimate reality is, and all of its
epiphenomena, its concepts, reflections, shadavesimaages exist simultaneously,

rather than being progressing through stages that take time to develop.

113



Forms do not become concepts, objects, and thegesnan Plato’s system,
although concepts and phenomena (veridical or caafuare existentially dependent
upon the Forms. Thinking about thinking about bdejgjstemology), in Plato,
involves studying transitions of ever-closer apjreations to truth from shadowy
acquaintance, through doxic and conceptual compsétes, tanoesis Thinking
about being (the exercise of ontology) as such &ssense always going to be off
balance, external to where it intends to be, bexdus thinking about being instead
of being the being, until, that is, the ideal attaent ofnoesis when the Idea in the
mind is, ideally, identical to the object of confgation. Whereas a concept is a
concept of a thing, or rather of a class of thany] is separate from the thing, or class,
itself, providing philosophers with the epistematad gap, such a gap does not exist
with the Platonic Idea and its apprehension orempiation.

Of course, “Idea” is a sometimes troublesome tedimsi of “eidos, and
“Form” provides difficulties too, both words beiad] too familiar, hence easily
misunderstood.ltied’ is not to be understood as a purely mental oecwe, as when
someone “has an idea.” There would be Ideas, wheth&ot there were philosophers
to think themNoesisof a Form or Idea is not a thinking that is sefwafeom its
object, unlike someone now thinking in an officetted actual Eiffel Tower in Paris,
as opposed to just thinking its image. Coleridgecdbed this important Platonic
nuance when he argued that it is the “Queen Béeeihive of error” to think that the
same Idea in two minds would be two different Idéamther way of putting this is
to stress that while the attainment and developroEknowledge, studied in
epistemology, is a process that requires time,ishi®t something that can be said of

ultimate reality, modeled in ontology, accordingPiato's model.
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As in Plato, Coleridge's writings are united by thetif of thinking about
thinking, with Platonic and neo-Platonic straingngehe dominant tendencies.
Coleridge's scheme of types, or faculties, of timbdigom fancy, through the
understanding in its lower and higher forms, thaagination and finally reason
provides a model that | read as being a Romant&steng of the Platonic scheme of
thinking from Sense to Reason, remodeling Plaid®me froneikasiato noesis

Plato's model is a deliberate polarity whereindistinctions between the
perception of changeable sensible objects anchthking of stable intelligibles
(concepts and Forms) are offered a setting anduéi@ It is a deliberate polarity
because he carefully inscribed in the Divided Lamgesolution to what he saw as a
central problem in the possibility of knowledgeatelsaw a disparity between the
flux of sensible objects versus their stable ursakconcepts, and sought to solve this
disparity with a polarity. Coleridge's scheme msoah deliberate polarity between the
intelligible Forms and the objects of sense. Ine@idge’'s system the intelligible
Forms include, as well as Plateisle(Ideas), natural laws as things which are real but
not strictly phenomenal, and which give rise torpimaena. For example, in
gravitation, gravity itself is never seen, it a Jangt a phenomenon, and it gives rise to
phenomena such that understanding the law helpsderstand the phenomena.
‘Plato treats principally of the truths, as it iamifested at the ideal pole, as the
science of intellect’, Coleridge noted, whereasddeapplied himself, ‘to the same
truth, as it is manifested at the other, or makg@ade, as the science of nature.’
Coleridge was impressed that Plato wrote of ‘Livirayvs’, and that Bacon termed,
‘the laws of nature, Ideas’ (30). Coleridge herevited a refreshing view on Plato’s

Theory of Ideas, appealing to many engaged in denadtical study of the laws

115



behind phenomena that could not themselves be pheEma

While in Plato the affinities betweaikasiaandnoesisare neither obvious
nor elucidated, in Coleridge the affinities betwsense and reason are never
forgotten. These relations are described as haousynwith the higher being
detectable, though not self-conscious, in the loWeis is to say that Coleridge argues
for harmonies of Form and reason between the phenarmf sense and the
movement of reason. In Coleridge, there can be masdy appreciated an impression
of reason—of logos, law, ratio and idea—in the mmana okisthesighat is
implicit in Plato but is not drawn out into an eixjiltopic of discussion until the
neo-Platonists. An impression of reason in aesshesuld come from hints of rhyme
and reason in our qualitative and subjective expen. It is not surprising that a
Romantic poet, engaged in poetizing sense experjama uniting this poetry with
philosophical interests, expressed the idea of autdrmony.

This idea is not explicit in Plato’s writings, atite case for an interpretation
finding it implicitly there would not be persuasit@many. There are hints, most
notably from Aristotle, that Plato's lectures amgtdssions in the Academy treated of
the relation between the Good or the One, the |deasphenomena more fully, less
metaphorically, and as his own developed theoherahan through the devices of
the dramatic Socrates, Timaeus, or the Strangadeelh, in th&imaeusnyth, Plato
argues for an ultimate failure of harmony betwdenforms and chaotic matter.

Plato describes primal chaos being ordered with-threns by a demiurge. Although
this order resulted in a world of order that carrenar less be understood, an element
of intractable chaos remains in sensible objeatiscam feelings related to them.

Coleridge’s Romantic harmony, on the other hand,rftaplace for an intractable
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element of chaos that cannot be harmonized witboredn Plato’s writings, the
strongest hints we detect of any harmony betvegiessiaandnoesisare in the
Symposium, when Socrates relates Diotima’s allegbtire Ladder of Love. In this
story, beauty is judged to be both perceivableiatalligible: a chink through which
the Forms can illuminate the sensible, thus progdhe first rung on the Ladder of
Love from sensible and material concerns, up thgswf intelligible Forms to the

Sea of Beauty and direct contemplation of the Famtleir pure aspect.

Eikasia

The object okikasig acquaintance with the world through images, és th
phenomenal as imagexskonesicons. It is the realm, as it were, of coloutggges,
sounds, and other sensations taken at face vathewticritical reflection with respect
to what they are images of. As such, it is it iszagPlato calls it a state of ignorance.
Eikasia is neither true nor false, being derivearfraesthesis, our raw aesthetic
experience. The sophistTheaetetuslaimed thisaisthesigo be all that there is to
knowledge. In some ways a classical counterpadumhe, Theaetetus (the dramatic
character in the eponymous dialogue), influencethbytheories of Heraclitus and
especially Protagoras, argued that all we can ksomhat can be apprehended by the
senses. We can think aisthesisas imagistic cognition; an intuition prior to
existential judgments. laikasig a parade of icons, there is no claim to truth.
Eikasiais the beholding of images, being a fixation omithage in the dream,
memory, reverie, or on the reflection, the shadwwhe painted, poetic, or other
likeness. Eikasiais a fixation in so far as it does not contempthteimage as

merely an image of something else.
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There is discussion in the secondary literaturandigg whetheeikasiais an
illusory misapprehension of the images of thingshe objects that they are merely
likenesses of, or whether something somewhat éifiteis supposed to be going on.
Hardie suggests thatkasiameans ‘conjecture’ in general, so that peopleikasig
like the prisoners in the cave, make conjecturesyries, and likely stories about what
is going on, without necessarily making conjectusggarding any supposed originals
the existence of which accounts for the appearaoicéke likenesses (31).

| takeeikasiato be similar to what Heidegger’s described assthte of
fascination, which state is taken to describe bemgersed and absorbed in the
(usually inherited and unquestioned) concerns efyalay life in its average
everydayness. laikasig we are held, almost held captive, by the appeasaand by
the images. | readikasiaas thus being fascinated by the appearances.|léasuypes
of the sparkles of surface beauty, the pains ofyehay frustrations can pull the mind
into this level where one becomes caught up in @ogcat this level without looking
at the possibilities of reality beyond these appeees. The charms eikasiainvolve
phantasiathe accepting of images and appearances wovestintties. Here is a level
that can be illuminated with a famous word from&mlge, speaking of ‘that willing
suspension of disbelief that constitutes poetith f§82). Polarizing the Divided Line
gives back a dignity teikasia’sobjects -eikasig become the Romantic imagination,
is now also intuition, it also has deep truths, thetepistemologicgathemathat
goes with it is the lowest, the least capable @ivking truth, the most ignorant. Two
points though, Plato in 532c does talk about mo¥iam seeing divine reflections as
a way to move up to genuine knowledge. At the sequmint,eikasia'sfocus is such

that the objects in its perspective should be tal@ras following along the path of
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knowledge to truth (and thence goodness) but ratloexg the path of appreciation, of
aesthetics, to beauty (and thence goodness).

There is neither truth nor falsity akasig but rather a kind of reverie. In
this dream-like state, what appearsggnomenawhich Plato describes as the things
which tumble about between being and not being.€eikesiaof the Republic, Book
VI has a broader reference than éigthesisdiscussed in relation to tlo@xain the
Theaetetus Aisthesisas defined in th&heaetetusis a ‘passive affection of the
mind’(33), and refers to sense impressions, whezg@siarefers to sense
impressions of images, but also to mental images) as those experienced in
dreams, delirium, and madness.

The objects otikasiaare described as shadows, reflections, dreams, and
human productions of likenesses: a painting ofeshdis a sort of dream created by
man for those that are awake” (34). Plato suggastss Divided Line, that as
eikasiadreams of actual objects, thmathematikaof dianoiadream of being (35).

In theTheaetetusthe objects oéisthesisare colours, sounds, and other
phenomenal basics. The objectslokaare contrasted da ontg those things which
have being, because they are held to be moreh@althe phenomenal basics by
which we infer their existence. Tlaésthesisanddoxain theTheaetetugan thus be
mapped onto theikasiaandpistis of the Divided Line in the Republic. In the
Republic,eikasiaandpististogether represedbxa Eikasiatakes the images at face
value, whereapististakes the everyday objects and opinions about titdace value.
Within these two modes aloxain the Republicta ontais now referred to as the true
object of episteme, beyond batkasiaandpistis Plato’'s theory did not change, but

the context of the discussion changes. In the Repuloxais considered within the
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fuller scheme as a prior stage to episteme, secibimes, by this fuller relation, less
appropriate to descriloxaas relating tdaa onta In Theaetetusdoxais considered

in relation toaisthesiswith doxabetter approximating reality. In tAéeaetetusthe
Forms as the proper objects of genuine knowledg@atr mentioned, so it is fitting in
that narrower context to call the objectsloka ta ontain contextual
contradistinction from the sense-perceptionaisthesis In the Republic, we have an
enlarged context juxtaposing doxa and epistemé, eoka further subdivided into
pistis and eikasia, neither of which can be sedmawledge within the larger
context.

Eikasiais a primitive, pre-conceptual experienbi@esisis an advanced,
praeter-conceptual experience. Everyday undersignds well as the understanding
of science and mathematics, lies in between. Witheénpolar scheme of Coleridge
there is a harmony between the poles of senseeasdm such that reason can be said
to be sleeping or dreaming—that is to say uncomsetawithin our experience of
eikasig which for Coleridge becomes Sense and Fancy, lmedpming enlightened
and awake in self-conscious reason. For Colerithgee is reason in sense, although
this reason is ‘sleeping’ or ‘dreaming’. It is dffilt to express this meaning clearly,
and that obscurity is at least part of the Romgmiat. Parting company with, or
perhaps preferring to say modifying, Plato, Colgeld Romantic scheme does not see
Reason as the absolute opposite to Sense, but itstharmonic opposite.

Describing the harmony from the other perspectiosy looking for Sense in Reason,
is easier, because the Platonic understanding add®eat the end of dialectic is of a
direct intuition without the intermediaries of somea. Sense intuits phenomena;

Reason intuits Forms (and in Platoesisintuits Forms whilalianoiaimagines Forms,
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employing, for example, geometrical diagrams, andrg.

Coleridge's sense of the harmony betwaisthesisand Idea allows for a
Romantic impression of the artist as working thtoagd with Ideas while
simultaneously remaining within the aesthetic, senpole ofeikasia This Romantic
Platonism is familiar by now, and a modern exanggle be seen in Thomas Mann's
Tod in Venedid1912). The example | refer to is particularly egling in this context
because it involves explicit allusions to Plafsedruswvhich show that Plato at
least sometimes, and especially during his poetsciptions, believed thedosof
beauty to be accessible to the senses as wellthas totellect. In this scene, the
intellectual composer and professor of music, veoh®nbach, hopes to recuperate
his staid passions and tired mind with a vacatiovenice. A beautiful youth, Tadzio,
captures his fascinated imagination and while endgach, fully dressed in his suit
and hat, the professor, at a table incongruousiggul on the sand, attempts to create a
musical composition while apparently the forms eéity, life, joy, and goodness in
the classically beautiful youth before him insmresverie of Platonic Ideas.

In Plato, the artist makes no existential claims+venrsals may be explored,
but the art is sustained @ikasia At the level ofpistis on the other hand, exists the
work, the material object side, of the artworkheatthan the art as such. As with
Sartre, for the artist in Plataikasiathe object intended in art exists only in
imagination. From the level gistis the painting, for example, is oil on canvas, an
historical artifact.

Coleridge, however, stresses the harmony betweee s;nd
reason—gignomengthat which passes between being and non-beiryei@os

(Form). Coleridge can therefore have an accouhbwf the Idea can bring pleasure
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through artistic expression, and how the artworkrésfact can inspire intellectual
enjoyment. This account can support the argumethte8ymposiunthat beauty is an
eidos yet one that can be seen by the eye as well gsehntellect.

In eikasiawe have a kind of reverie: an ingenuous conscCiEssN
Ingenuous because this consciousness makes noretidive alterations and accepts
appearances on face valueTlmeaetetusaisthesigs also ascribed to madness and the
fevered delirium of sickness. Its object is whateygpears, whether in dream,
delirium, or to the senses. Its object is the ‘idethe empirical terminology of Locke
and Hume. A sense of aesthesis aikdsiacan be detected in Heidegger's
‘fascination’, which is a state of being held capby the comings and goings of
average everydayness and being held in the swine@ommon interpretations of
history, reality and morality found around us aakkein as given. Platcéskasia is a
state of 'the unexamined life’, unquestioninglyegtimg moral codes as given, and
this stage is therefore pre-ethical. The conditibthe prisoners in the cave, described
in the Republic just before the Divide Line passagglines this aspect efkasia
The prisoners are fascinated with the shadows @w#il and have no intellectual
tools to criticize their own perspectives and tieoof reality from the outside.
Hegel's project of Phenomenology of Geist is obsfpa descendent of the Platonic
theory of evolution of consciousness accordingsg@bjects, andisthesigikasia
would naturally feel at home in Hegel's stage efise certainty'.

In eikasiathe Heraclitean flux is uncritically reflectedtime mind. For
Coleridge, this sensory flux is then further disger by the fancy, as it generates
streams of association from this flux. Plato amde@dge alike stress the

impermanent character of the objects of consci@ssoensidered at what might be
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called the naive pole of experience. In Platoatfggiment presented through Socrates
was directed against the position that knowledgeordy come from and be of the
objects of the senses, and hence of the necessabijgctive and relativistic nature of
any possible knowledge. In Coleridge, the argumexs against a similar empirical
position, this time the modern position coming frbotke, Hume, and Hartley. The
sophist inTheaetetusas well as the empiricists in and preceding Gdder's day,
often argued that the only kind of knowledge pdssitas that o&isthesisor eikasig
and the only possible object was the phenomenaktotjat Plato here describes.
While both Plato and Coleridge were arguing agamstlar empirical
positions, Plato can be seen to have chosen the tdaciminishing the importance of
the sensory along the pole of knowledge, his Didme, whereas Coleridge
Romanticizes this scheme to show that a harmonyeatetected between the ends
of the pole. Coleridge finds intimations of reasomon-reflective aesthetic
experience and the immediacy of the sensible (withize sensible itself) in the

intuitions of reason.

Pistis

The objects opistisare described in the divided line passage as thasgs
made by God, animals, plants, etc., and man-maubéear These are distinguished
from divine and man-made images, e.g., shadowsctefns, dreams, and painting.
The objects of Platojsistisare the actual objects of the ordinary world coased
apart from their reflections and other images efih

While eikasiais fascinated, accepting with neither prejudicecmncern for

contradiction the phenomena composing its consnegagpistisis characterised by
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judgement. The judgementsmktisarrive atdoxa or opinions, by the process of
“the soul debating with herself,” affirming and ¢&rg (36). This process is akin to
the presence of (unenlightened) negative reastreitower understanding of
Coleridge's scheme. Althougistisarrives at judgements by comparing and relating
perceptions, it does not subject these to ancatitinalysis.

Indeed, in th& heaetetusthis mode ofloxais said to contain both an
element ofisthesigeikasiaand an element of pure thinking (37). The couraerpf
the element odisthesigeikasiain Coleridge's lower understanding would be tledi
and definite thoughts fashioned by the fancy assedifrom the stream of sense. For
Coleridge, these fixed and definite thoughts wdtk& pre-concepts, or counters,
pebbles still wet from the stream of sense expeedrom where they were lifted.

Within Plato's scheme, the inclusionpistis of the principles of affirmation
and denial, corresponding to the presence of negegason as the principle of
contradiction in Coleridge's lower understandiing, ¢ategories of reality and
unreality arise in distinction to the level equalif unprejudiced experience @kasia
The prejudice and existential affirmation necessaryudgement arises pistis, thus
completing the dynamic afoxa or opinion. Ineikasiaa distinction between reality
and unreality would be meaningless since everyappee is what it is as such,
appearing or disappearing, not referred in judgdnteanything else, yet often
referred by association or delirium to other pheana none of which are
distinguished in themselves as being either objear subjective. Objectivity
requires judgment, which distinguishes subject fadject, perception from
perceived, quality from qualified.

The judgments gpistisinclude much of empirical knowledge. It judges a
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posteriori, asserting that this follows that withoecessarily involving any theoretical
framework or thinking as to why something is theywas or follows the process it
does Pistisis pragmatic, as in the farmer who has true opmi@garding when to
sow and when to harvest coming from a posterialgjoents. Such opinion may well
be true, by accident or experiment, but is not eomed with a theoretical account, so
for Plato it is not knowledge proper.

Aisthesigeikasiapresents what the empiricists would later calbseary
gualities, the qualia, about which there can beunestion of error. The secondary
guality is neither more nor less than exactly appears, being pure appearance. On
the other hand, to achieve a judged opinion of $bimg is the style opistis
requiring experience in dealing with the objectenkkpistis being object-directed,
obtains a level of objectivity not presenteikasia This objectivity, however, still
deals with objects relative to purposes and pahtsew.

When the objectivity of the object becomes the $oatithought, then
measurement and arithmetic set the object apartretrein kai arithmein kai
istanai—in order to more fully reach objective qualiti@8). At this point, we leave
the level ofpistisand progress tdianoia Thus the object becomes amenable to
mathesisthat is, it can be taught and learned accordintstmathemataather than
only experienced according to fiathemataBy postulating an object set apart from
the subjective experience of it, these measuratdecalculable qualities allow for the
possibility of affirmation and denial; for the juelments of truth and falsity; and for
those of reality and unreality.

Pistissegues intalianoia with the experiential counters of actual entities

our ordinary world of sense-perception being exgedrfor intellectual, empirically
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abstracted concepts derived from pistic experiegn@nable the level of thought
specific todianoia To experience the entities piktis as actual objective entities as
such, in distinction from the presentation®ikasig wherein the objective actuality
or not of something corresponding to the presesrtasi not considered, requires a

degree of thought which is then refineddianoia

Dianoia

The genealogy adianoiais apparent not only fromistis but also from
aisthesigeikasia Dianoiais a way of thinking and knowing that has beerit loyg
from earlier stages. Following the Divided Line gifar from ingenuous, imagistic
consciousness of shadows, reflections, and otlgerpainted, images towards higher
mathematical reasoning aedyon logistikoy (39) or rational power, then towards the
dialectical approach to Ideas, we see an epistaualotheory of consciousness that
is built up developmentally from the ground of ssien. The stages in Plato’s
epistemological model progress along a similar pathat taken in Jean Piaget’s
constructivist model of genetic epistemology, whitiows children developing from
mastery of sensorimotor operations and concredligence to representational and
conceptual thought. However, Plato’s epistemoladyle the main focus in Socrates’
telling of the Divided Line to Glauconl, is second#p Plato’s ontology, which
moves in the other direction: beginning with thedd and the Form of the Good and
ending in reflections, shadows and other images.
This is because Socrates and Glaucon are discubgrgest methods of education, so
the attainment of knowledge is here the foremqstto

Following the divided line epistemologically, mogifrom naive consciousness to
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empirico-scientific and mathematical thinking, ething seems to be built up from
the empirical ground of sense-perception and itgeamnces, which are omnipresent
and dominant irikasia Thus far, it appears that Plato has no skyhoeksehd. Thus
far, that is to say, this epistemological moddiegng built from the ground up, from
sense-perception, though the kind of ‘common-sereaventional, ‘animal faith’

use of beliefs and opinions, to conceptual and emattical thinking irdianoia

before the movement toward the Forms and the FétlnecGood imoesis There is

no chance of a mystical access to Ideas with aatabifrom some secret world
behind the scenes.

As in the analogy of the prisoners in the cave cWwinmmediately follows the
Divided Line passage, the way to the Ideas isaiiffiascent after being released from
the chains which compelled the prisoners to watdis shadows on the cave wall and
hear only distorted echoes. After the release fitmerchains, the freed prisoner makes
slow epistemological progress, first able only bs@rve shadows and dark colours,
then brighter colours on the objects themselvesl, tine fire itself in the cave can be
observed, showing the way of the path up to the'saxit. Here again, the freed man
moves from shadows, to dark colours, to bright ctigjeto the source of all light, the
sun. For Plato, the philosopher may contemplaté-trms and the Form of the Good
only after a long process ascending through nepestages. The chained prisoners
cannot reach the Forms by some lucky guess exatpglfrom the shadows and
echoes that constitute their world. As was arguetie Theaetetusany lucky
conjecture would be no more than that, rather kmmwledge, for it could not be
known as such by being differentiated from any otmmjecture. True belief, and

even true belief backed up with a likely storynegt knowledge.
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Plato showed that before knowledge is reached, uwehrfirst work our way
from thephantasiaof imagery ineikasiato the confidence of everyday dealings in
pistis. From here, the first step to knowledge can beenatien we can think through
problems with concepts and mathematical forngiamoia Dianoiais literally
thinking through, but instead of thinking directi§th the Forms, it has uses the
images and diagrams given by representational pisieed geometry. Hence,
dianoiais a form of episteme, but remains a shadowoafsis Coleridge retains this
slow build-up towards knowledge in his model, watkup out thinking from Sense
and Fancy, through the Higher and Lower Understaggjiuntil Reason, the
counterpart ohoesis is reached.

When it comes to achieving self-conscious Reasoter{dge was as
cautious as Plato, saying that the progress iobal®w ascent with necessary
processes along the way. However, Coleridge addmhzantic twist. Coleridge often
mentioned his distaste for overly clear distincsidimat seem to have been made
merely in order to divide what is not essentiaflydivision. A clear-cut series of
divisions creating a faculty psychology was no€Ctaeridge’s taste. Coleridge
presented a dynamic model emphasizing the “eadiiaspect of the “faculties”
such that there is Sense in Reason and Reasomse,Seith traces of Fancy,
Understanding, and Imagination running through. Wéea particular instance of
thought is to be considered Understanding or In&gin depends on what aspects
are conscious and what remain unselfconsciousisntay, Coleridge made room for
the Romantic notion of a Romantic presentiment gétery and Beauty, of Truth and

the Forms, that was accessible, but not as seletoms knowledge, at the lowest
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levels of sensory and aesthetic experience.

Plato is often thought of as being an idealistisHeften misrepresented as
arguing that matter is an illusion, and that thergglay concrete objects we deal with
are merely shadows cast by the Forms. This migird&tion comes from a shallow
reading of the Allegory of the Prisoners in the €aand other passages in the
dialogues. The understanding of things in the statdoxa(eikasiaandpistis) is
indeed ‘shadowy’, which is to say lightweight andufficient, but the objects of the
opinions and beliefs are not always mere shadols(ayh they are sometimes,
literally shadows), they are indeed material olg€ot their images, which include
shadows).

In theTimaeus Plato describes the demiurge as using the Fosmsoaels to
create an ordered world out of the chaos of mé#ttarpreceded the cosmos, the
ordered world. Although in this creation myth, aation or order, not a creation ex
nihilo, the demiurge employs the Forms of the Riatsolids, built up from triangles,
to order the world, the matter thus ordered wasaaly in existence. The same matter
exists before and after the ordering. The Platpniat that is often confused is that
the objects of sense-experience are material, dnduse they are transient,
ever-transforming, and always coming-to-be andipgsaway, they can be
understood to be less real than the laws and lésasnsible for their essential
patterns and appearances.

Think of a small eddy in a river. It is fascinatittggobserve, perhaps calming
even. Imagine a naive someone who finds it soiajuso beautiful, that they want to
take it home. They try to catch the eddy in a btiekel are disappointed when in the

bucket all they seem to have caught is still watéile the eddy remains swirling just
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downstream of the rock in the river. Of coursedbdy is a material phenomenon,
manifested only in material fluids. But the actoedtter that happens to be doing the
manifesting is something quite interchangeableinesisential. To really know the
eddy, the observer needs to appreciate, first éyation, through observation, the
commonalities in all such patterns in liquids aadges. From this the essential
features can be separated from the interchangegabgervations, conjectures,
experiment, concept-building all work together wat one is really thinking of are
no longer particular instances. What one begirtkitdk about in essentially knowing
the eddy are not less-vivacious sense-impressaliteslanemories, nor
“hieroglyphic” images working as conceptual couster

Knowing the eddy eventually amounts to knowingtibdiless, invisible,
laws or principles, what Plato called the Formsiclvlobtain even when the material
is not there to instantiate the laws. This amotmtas Coleridge argued,
understanding that the laws responsible for phemanaee not themselves phenomena.
Plato just argued that these laws, or Forms, abe thhought of as more real than the
phenomena. To understand this way of talking ft¢as on the thought that the
eddy’s being has more to do with the laws goverhiongy fluids behave when a solid
partially interrupts the flow, than with the pattiar matter that instantiates the eddy
phenomenon at any one time. The eddy is a posgithie laws of which always exist,
or perhaps better, obtain, even if the phenomescat iany time, not being
instantiated at a particular place. What accouwntshis eternal factor, the ‘always’ in
the possibility of the appearance’s coming-to-behe set of laws or principles that
account for (epistemologically) and are logicalhdahronologically prior to and

responsible for (ontologically) the phenomenon.
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A ground-up reading of Plato’s Divided Line, asst@mological progression,
understands ‘ground’ as the starting position efékperiencing subject commencing
the journey to knowledge (episteme) from intercate@ imagerydikasig.

‘Ground’ in this context cannot mean something fiational, that is to say logically
originary, in Plato’s theory, because the origiesyiorarchai, are the Ideas or Forms
themselves, which are the starting point when tivedBd Line is read in the other
direction, ontologically.

The epistemological reading, which is the way Ppatmarily intended the
Line to be read, given the context in the discussio education, describes the path to
knowledge by perceiving subjects who have thetghidi reason. The epistemological
ground-up reading retains sense-perception, belefpinion as early stages, but
proceeds from them and beyond them. This is whdr{dge also does when he
retains the theory, but not the conclusions, ofieehanists and associationists (such
as Hartley and Locke) within his broader schemePko saw sense-perception and
opinion as gathering a store of images and recaftezbjects and patterns which are
then able to be operated on, by deduction andaattn, into mathematizable
concepts that can be processed in the absenceioplienomenal manifestations, so
Coleridge acknowledged the place of the empiricmeaistionist account of sense
experience being built up from the ground of exgece through sense awareness.

The mechanisms of sense-perception and assocvatiannot disputed by
Coleridge, but were retained as the mechanismemdesand Fancy, the pre-rational
process of re-arranging impressions which can e worked into concepts, allowing
for thought processes about general events andtdbjels in the absence of both the

phenomena and the memories of the phenomena. tstpoint in the essentially
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parallel schemes of Plato and Coleridge, theretlsing major that Protagoras and
Theaetetus (representing the relativism of Plataig along with the (empiricist)
thesis that knowledge is nothing more than senseepgon, the main thesis shown to
collapse intaporiain the Theaetetus) or Locke and Hartley would esnt

Coleridge’s system was synoptic. In a sense heavteslitionalist and a
hoarder, loathing to abandon what has been ahdatilbe seen to be useful. In his
twinned essays on Bentham and Coleridge, Mill &sdehat these were the “two
great seminal minds of England in their age” (40l continued, ‘Bentham was a
Progressive philosopher, Coleridge a Conservative o. . To Bentham it was given
to discern more particularly those truths with whexisting doctrines and institutions
were at variance; to Coleridge, the neglected sruthich lay in them’ (41). Mill
saw that Bentham, regarding ancient or receivediopj would always ask, Is it true?
but Coleridge, What is the meaning of it? Whereahe would call for the extinction
of the old institutions, the other would aim foethrealization, ‘reasserting the best
meaning and purposes of the old.’ This appraisdlibyater contemporary would
have appealed to Coleridge. ‘I regard truth awiae ventriloquist’, he wrote in
Biographia Literarig ‘I care not from whose mouth the sounds are ssggbdo
proceed, if only the words are audible and intadlgj (42).

With his synoptic system, Coleridge could retaia &mpirico-associationist
mechanisms as explanations of how memories corbe;tbow concepts can be
initially shaped as abstractions; and how fangyaatic and other works, and in
fevered brains, can come about. This level of engilan could be retained from the
level of Sense to the concepts in the Understangitigput needing to retain such

conclusions as Hume’s that aesthetic and morakgadwe nothing more than
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projections of pleasurable and painful sensatitireg; knowledge is nothing more
than sense-perception or generalizations therefoonsiretching back to Aristotle,
that there is nothing in the mind that was not finghe senses, which dictum
Coleridge could only accept with Leibniz’s additjon.save for the mind itself.’

Coleridge argued that the presence to the loweenstahding, which
occupies a similar position and has a similar fiometl role to Plato'pistis, of reason
in its negative aspect is the first stage in thaleming of reason in the self-conscious
human mind. Prior to this, reason is presentwauaire not present to it insofar as
we are not aware of it as such. The universal egpility of reason in its negative
aspect as the law of contradiction impresses timel mvith the force of reason, both
formal and applied. The point is that the law ofttadiction is understood as being
neither inductively derived from experience, nanfalated from concepts abstracted
from sense-perception, and yet it is universallgligable. Coleridge argues that a
mind’s being impressed with this logical, univerapplicability that is not derived
from experience constitutes a dawning moment whernights come on. This is the
moment the understanding ceases to be mere unuirgjaColeridge argued that
reason slowly awakens in us, negatively at finstappreciation of reason’s scope and
force; on the other side the empiricists arguetinbaonly a conceptual armoury but
also the logical techniques of wielding it are fasled and evolved out of
sense-perception and its traces.

With a neo-Platonically inspired poetic descripti@Qoleridge described the
presence of awakening reason as “the downshineasbn”, suggesting the
neo-Platonic doctrine of emanation from the Onearals the appearances of matter.

Although Coleridge appreciated Plotinus’ doctrisepaetry, he saw it as a noble
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failure philosophically, which is how he descrilieth Aids to Reflection, so | do not
think that Coleridge intended this 'downshine'éadken in a literal, neo-Platonic
sense of Nous emanating from the One to irradigte avder chaotic matter. It seems
likely that by it he intended to describe somethak@ to Schelling's principle that
“Mind is invisible nature; nature visible mindNaturphilosophig In this sense, “the
downshine of reason” would suggest the view thasoa is not just something that
conscious subjects have access to through thooighthat it is the rational order of
the universe and the ground of all laws and truths.

Arecurrent theme in Coleridge is that natural ldage an ideal (Platonic,
not subjective) nature. Laws of nature accounpfeenomena, without themselves
being phenomena. As such, they lie behind, asnéwsenomena, being prior to
them in the order of thought rather than appeamaraavs as things real, like
gravitation, yet obviously not phenomenal, likeuattapples, can help argue to the
mind of empirical, scientific bent the reality ofundamental order of being that is
not phenomenal, thus not graspable within the aoigtis net. For Coleridge, this
opened the door on the natural, physical side &unal laws to be understood
Platonically, intellectually, as real and effectideals. Indeed, Coleridge pointed out
that Plato sometimes referred to Ideas as ‘livawgs and that Francis Bacon,Tine
New Organonsometimes described his notion of natural law#\asg Ideas’ and as
‘Forms’.

Returning to my example of the eddy, when the okesarotices general
effects, such as warm and cold water eddies sgirtiropposite directions depending
on the location in the North or South hemisphettes classification of evidence, the

application of concepts, and the generation ofrieegemains within the sphere of
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dianoia or for Coleridge, the higher Understanding. Wtrenthinker stops taking the
axioms and concepts for granted, and inquiresth@o logical foundations, then the
dialectical movement to episteme begins.

Plato’s first example of a science exemplifygignoiais geometry (43).
Geometers employ hypotheses, which are then assuatbdr than being
investigated themselves, after all, the hypothesggeometry cannot be used to
investigate the hypotheses of geometry. Plato’'sratlhamples of the sciences in
dianoiaare arithmetic, and harmonic theory (music, nearg@sor developing reason,
grace and discernment (44)), and astronomy. Thresechd exhaustive, and Plotinus
added, by way of example, architecture and carpenDianoia creates technical
subjects, treating of its various subject mattatk abstracted concepts and visual
aids, taken from the objects in pistis, that arbe¢ainderstood in terms of number,
space, and time. Arithmetic, geometry, and musadlaerefore taken to be the highest
sciences in dianoia, alongside astronomy, whictissunumber in space and time.
Dialectic takes the study a stage further, workingfrom hypotheses, but a priori,
towards the Forms themselves and their first pplecithe Form of the Good.

Dianoia works downwards, from hypotheses and unexplorsdmaptions,
which are taken for granted, towards conclusi@anoias strength is that it is
deductive, but its weakness is that most of itenses are unexamined assumptions,
such as ‘the odd and the even, the various figtineshree kinds of angles’ (45).
Moreover, althougllianoiaaims at the Forms, it is constrained to use \asibl
diagrams. ‘These figures that they make and drawhach shadows and reflections
in water are images, they now in turn use as imageseking to see those others

themselves that one cannot see except by meaheugjtit’ (46).
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Dianoiais, then, akin t@ikasig but at a higher level, in its reliance on
images. Dianoiadoes not travel upwards from its hypotheses tongxa and thus
really know, its first principles. It is thus incaple of reaching beyond its hypotheses.
Hence, those thinking while they aredianoia ‘have some apprehension of true
being—geometry and the like—they only dream abeintg, but never can they
behold the waking reality so long as they leavely@otheses which they use
unexamined, and are unable to give an accouneof'tfd7). A difficulty in this
presentation, of which Plato was fully aware, @ttine Simile of the Divided Line is
but a conceptual model and as such, it is an exaofglianoia with its respective
insufficiencies. At the beginning of the Dividednkel passage, Socrates says that he is
aware that in the following, ‘Il am omitting a gresgal’ (48). In practice, the Divided
Line is a pedagogical model that uses the imagengand manipulating capacities
of dianoiato begin to explain the four major epistemologfeailties.

Kenneth Dorter presented a good case that for Risdivided Line was a
‘disappearing ladder” that “vanishes as soon agy® grasp hold of it’ (49).

Dorter’s argument is that Plato was well awarehef$hortcomings of trying to
present a conceptual image of an idea that airpseitd out the limitations of models,
abstracted concepts and images. Indeed, just bifem@ivided Line model is
described, Socrates asserts that what follows re file his best opinion, rather than
a conveyance of knowledge. The method of usingipdescription (as in the chariot
myth of the soul in the Phaedrus, or the ladddowd in the Symposium) or of
conceptual models (as in the Divided Line) to poawards, rather than fully
explicate, positions that are held to be praeteceptual is a method that led authors

such as R.M. Hare and Mary Ann Perkins to writeudlo Platos, or ‘The Other
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Plato.”

However, we do not need to attribute a split pesbtnto Plato if we
recognize Plato’s models and poetic descriptiorfslemving the arguments to where
the concepts adianoiaalone cannot progress. The opening words of ThriBle, ‘|
went down to Piraeus’, has been traditionally ioteted as focusing our attention on
the phrase ‘I went down’, alluding to Socrates metuy descent fromoesis through
dianoig pistisandeikasig back to the prisoners in the cave, to try tohdaam his
perspective in a way that can be understood itotlier epistemic and imaginative
levels, all the while educing a desire in the andeeto make the ascent for themselves.
As much the Sun cannot be properly describedétoliiy prisoners chained to stare at
shadows and hear echoes, true knowledge, andréipgqutive, cannot be described to
the student in its own terms; Socrates, in this,rbas to use the tools ekasig pistis
anddianoiato indicate a truth and perspective beyond thegels. It is fitting that
this descent back into the cave is made in The Repa political work primarily on
Justice, one of the main theses of which is thapthlosopher, even though inclined
to remain in an ivory tower, detached from the fozai main in order to contemplate
the Forms, has a duty to “go down” and teach, i say to educate—draw out—

the inhabitants of the cave of puppets and shadows.

Noesis

As dianoiawas described as moving down from its hypotherds a
assumptions towards conclusionsgsisbegins from the same hypotheses but moves
upwards, towards the first principles, through Fleems and ultimately to the

principle of the unity of the Forms, the Form o tBood. The important point here,
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concerning knowledge, is thabesisis not satisfied with taking any concept, diagram
or hypothesis for granted just because it is praltyi useful.Noesisis a search
towards the first principles. From this poingesisis in a position to do two things.
Firstly, and Plato argues this is the most attraatption to the philosopher,

at the point ohoesisthe thinker is in a position to contemplate thenk®and to
contemplate their unity as a kind of architectarfi®Reason finding their necessary
principle of unity in the Form of the Good. Becaa$¢he attractiveness of this
apparently disinterested position, the philosophest be compelled to descend from
the beatific vision to the preceding levels in eriteeducate and to share insights with
others. As Plato has Socrates say, ‘Moreoverd, sau must not wonder that those
who attain to this beatific vision are unwillingdescend to human affairs; for their
souls are ever hastening into the upper world wirerg desire to dwell; which desire
of theirs is very natural, if our allegory may Iested’ (50). Although the philosopher
described in the Republic needs to be compelletsocend from contemplation of the
Forms and the Good, this should not be a diffitagk, seeing as the desire of the
philosopher imoesisis concentrated on virtue as application of theqiples of
Good, and therefore the general good is intendedgasl, and not merely the
self-interested aesthetic enjoyment of contempiatio

Secondly, the thinker at the stagenogsisis in a position to return from and
via the first principles to interpret and educéiese in the stages dianoia pistis,
andeikasia Much of this work must be allegorical in natusecausealianoia, pistis,
or eikasig in their own terms alone, and take strictly Bigr, cannot advance beyond
their own spheres. The limits of their languagesiadeed the limits of their worlds.

If concepts go in, concepts come out; and the gpoas for beliefs, conjectures, and
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images. The Socratic method of dialectic must floeegproceed by showing the seeds
of contradiction already lying within each of th@istemic and doxastic levels
precedingroesis which levels depend upon sensory images, empeiwdence,
experience of everyday dealings, but not on whatioRbkes to be the eternal truths.
While dianoiahas access to the Forms, taken, perhaps indirastipathematicals,
these are not understood with reference to filisicgles, but are hypotheses and
assumptions demonstrated to have powerful pracmalication.

The most usual demonstrationrafesisin Plato comes indeed in the form of
Socrates’ dialectical method. The participantsdgfty begin by trying to pin down
the meaning of a single term, usually a value artae, such as courage, piety,
beauty, friendship, knowledge, and proceed bytidi®ns, questions, answers and
cross-examination until the original definitiondaassumptions are found to be
self-contradictory. Socrates then, as in the egadiEogues, leaves the audience aware
of their ignorance, with thaporia now glaringly and dumbfoundingly apparent, but
perhaps now with an enlivened desire to know. énrtiiddle and later dialogues, this
model continues to advance by a series of tackshipg against contradictions and
drawing towards necessities. On this path, the meve is to follow the argument
wherever it will lead.

So Plato describes two modesesis one of contemplation of the Forms, the
other as the procedure of dialectic intended teakaporia, foster genuine
intellectual curiosity, and to move by theses amitlzeses toward ever finer
definitions until first principles may be reachéthe second, dialectical mode is
primarily governed by the law of contradiction aaywof showing thaporiain

assumptions and arguments as being self-evidergriibly, Socrates’ procedure
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appears as ironic, as if he is speaking in oneresdy that opistis while thinking in
anothernoesis He often needs recourse to parables, similetogynand symbol in
order to convey the noetic insight that cannot &scdbed in the terms and counters
of eikasig pistis ordianoia Socrates must keep one eye, as it were, onbjeetmf
noesis and another on the development of thought amiooggtin the discussion.
Naturally enough, Plato describesesisas the “eye of the soul” with its own objects,
the Forms, appropriate to its own methods of apgeion (51). The Form of the
Good is held to “enlighten” the soul, and this “@f¢he mind” is held to be
“sun-like”, and those who have reached the goaltheir gaze on that which sheds
light on all’ (52). In his 1810 introduction to hi$eory of Colours, Goethe wrote,
following Plato: ‘If the eye were not sun-like,cbuld not see the sun; if we did not
carry within us the very power of God, how coulgthmg God-like delight us?’ This
notion of a part, or function, of the soul itsedsembling the fundamental principles,
or Forms, held an appeal to the Romantics, for whmKantian critiques held a
hope for belief in a noumenal reality, but alseag@isointed in barring all access to this
reality for any creature whose knowledge can oelpbphenomena and the projected
categories necessary for intuition. Just as théaoeyye must be somehow sun-like if
it is to see, Reason must be Form-like, and resethiel Good, the argument goes, if it
is to contemplate in noesis.2

So Plato described at least two modesa#sis corresponding to what
Coleridge would call Reason. There is the modealédtic, moving through
examining theses in dialogue, upwards from hyp@abhesd aiming toward the first
principles, or tharche The second, exalted, modenafesisis the contemplation of

the Forms. This mode dies not lend itself well ¢éobal description, and has indeed
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been described by Plato and the neo-Platonistiiamtely ineffable. Perhaps for this
reason more than any other, Plato had recoursmtle smetaphor, analogy, and most
of the poetical devices and flourishes to be fourithe Platonic dialogues. There are
two places in Plato where | think he expressed mestrly the ineffability of this
contemplative mode afoesis and both are in the Republic.

At 533a, at the very end of the discussion of thedad Line, Socrates tells
Plato’s brother Glaucon,

“You will not be able, dear Glaucon, to follow mather, though on my part
there will be no lack of goodwill. And, if I couldwould show you, no longer an
image and symbol of my meaning, but the very trathit appears to me—though
whether rightly or not | may not properly affirmuBthat something like this is what
we have to see, | must affirm. Is not that so?” uréhy.” “And may we not also
declare that nothing less than the power of dimgeciould reveal this, and that only to
one experienced in the studies we have descrilpeithat the thing is in no other
wise possible?” “That, too,” he said, “we maymedy affirm.” “This, at any
rate,” said I, “no one will maintain in dispute agst us.”

Basically, Socrates is given to say that the higlee®l ofnoesis the
end-point of dialectic, is beyond what can be pta words, and can only be
demonstrated by being induced through dialectic.

The second place where Plato affirms the ultinadéability of the
contemplation of forms, indeed of the very prineipf the Forms, is when he makes
perhaps the deepest single statement in the Rtatorpus, in his description of the
Form of the Good. At 509d10, Socrates asserts‘thdlhe Good is not being but

superior to and beyond being in dignity and powiheé Good, for Plato the Form of
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Forms, is ideal in nature. It is not an existenh@gebut its reality is known through its
power. What is this power? There is a clue in erldtalogue, the Sophist, wherein the
visiting Stranger (Xenon, Greek for ‘stranger’disbating with the materialist
Theaetetus, a bright young student of Mathematidsogher higher studies, about
materialism and anti-materialism. Xenon, champigran anti-materialist cause,
proposes that he must only get his opponents totalkdenreality of any ‘entity’, no
matter how trivial, that is bodiless, in order &feat the hard materialist position that
the only things which exist are bodies®nata. ‘If they can concede that there is
something or other, even a trifle, which we carrabi@rize agsomatathen that is
already enough’ (53). Here Xenon invites discussiobout what it is to be, and the
notion that whatever is must have a power to eftbet is to say, a causal influence,
Is accepted. He argues that bodiless forms sudbsige, and their contraries, such as
injustice, turn out to be powers, real movers, eéheugh ideal, whether adjectival or
substantial. Justice, wisdom, ‘and the soul in Whitey come into being’ are real
things which are themselves neither visible nochkalble. This clue from the Sophist
shows Plato arguing that power is to be undersésoa causal influence, and so we
can argue that for Plato, the power of the GoodtlwvBurpasses being can be seen as
an ideal, the contemplation of which has a pre-emtipower to influence Reason,
and hence choice, behaviour and ethical consideradf course, for Plato, the power
surpassing being held by the Form of the Good én @reater than this, which
depends on rational contemplation to stimulatelogtoal and ethical consideration;
beyond this, Plato argued that the Forms themsedwveshence the law-like

behaviour of the universe, are ultimately derivexhf the Form of the Good. The

actual matter of the universe is not derived from Form of Forms, as Plato
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proposed in th&imaeus but the intelligible order of the structures, ¢tions and
laws by which this matter is anything knowablelgtrather than just chaos, is owed
to the Form of the Good.

Aristotle mentions Plato’s method of the 2-stagguarent, firstly towards
first principles arche, away, as it were, from the natural (actual) oftee
epistemological direction of the Divided Line), whiis analysis, a term used
metaphorically and taken from geometry, and themftheses to first principles, to
reconstitute the “natural” order, a process of Bgais. The neo-Platonists took this
movement of synthesis as describing the emanation the One, to the three
hypostases of Being. Coleridge’s admired this Viggyal notion of emanation,
although he saw it ultimately as a grand failuneywhich no others have fallen from
so high, so ambitiously.

Exploring the differing models of Plato’s Dividedne and Coleridge’s
harmonic polarity provides a schema for appreagiow Coleridge Romanticized
Platonism. The assimilation of Platonism to Ron@asitn required certain changes to
allow a modified Platonism to fit well with the Ramtic program. In Coleridge’s
scheme, the place efkasiais given to Sense and then Fancy. Plagtkasiahas
often been translated as ‘imagination’ (54), aratd’accorded it the lowest position,
representing an insubstantial, illusory ‘shadow{d/dhat was a state of virtual
ignorance. While Coleridge placed Fancy at thigleghe placed Imagination proper
on the other side of the polarity, which in Platould be the side of episteme.
Coleridge placed Imagination above the higher Ustdeding and below Reason.
Thus Imagination, for Coleridge, becomes that adessary for episteme, that is for

drawing down, or drawing to, Reason and its Ideaagination’s symbols and
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schemata allow access, in Coleridge’s Romantic fivadion to the Platonic scheme,

to Ideas that remain inaccessible to the Undersigradone.

Fancy, in the lower pole, is mimetic, aping shape ather properties
accessible to Sense. It alters by associationtiaddsubtraction, contiguity, similarity,
inversion, and other basic operations that caruppated by the mechanical model.
On the other hand, the Coleridgean Imaginatioreiensimply productive of external
shaping processes. That is to say, it does notlynespy and process. The products of
Imagination aim towards an internal resembland@eif objects. In fact, Coleridge
expresses this in stronger terms, saying, “thediwducts of the imagination; of that
reconciling and mediatory power, which incorporgtihe Reason in Images of the
Sense, and organizing (as it were) the flux ofS8bases by the permanence and
self-circling energies of the Reason, gives biotla system of symbols, harmonious in
themselves, and con-substantial with the truthsylo€h they are the conductors”
(55).

‘Consubstantial’ is the stronger term Coleridgedusere. By being
consubstantial, Coleridge means that Imaginatiawedys partakes of the Reality
which it renders intelligible; and while it enuniga the whole, abides itself as a living
part in the Unity, of which it is the representati(s6).

This higher role of Imagination beyond the capatmthave representations
(as perceptions, memories, mental images) basathanare taken to be external
resemblances, and beyond the facility to createesgmtations (such painted likeness,
or written prosaic -or fanciful- descriptions -ecombined descriptions) is a

departure from the Platonic scheme. | proposethitieparture was a major
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contribution to the formulation of a Romantic plsibphy. In this sense, Romanticism
is a modified Platonism. One might wish to call meo-Platonism, were that term not
already taken to describe the philosophers inAatejuity from Ammonius Saccas,
Plotinus and Porphyry through to Damascius (thedeslarch of the School of
Athens when the emperor Justinian | destroyedd¢hed in his persecution of the
neo-Platonists) and his student Simplicius.

The neo-Platonists were, however, an actual inflaem the creation of
Romanticism as a modification of Platonism. In ‘@Dtelligible Beauty’, Plotinus
makes some remarks that could be interpreted dakegeiticisms of Plato’s position
on art as mimesis, which criticisms constitute pagire from Plato (57). Elsewhere
in the Enneads Plotinus raises no objections talticérine of representation as
mimesis, and even endorses the vievemmead V 9.1, Plotinus classifies the arts
and here asserts that painting, sculpture, danaimdymime are all, and not only the
latter, mimetikaj or mimetic, because they are based on models $emse experience.
Music is contrasted against these arts as highatigm because its model is not a
sensible but rather the symmetry and order ofritedligibles. With music, perhaps
surprisingly, Plotinus ranks also architecture eapentry, because their use of
necessary proportions connects them, without teenrediary of a sensible model,
with Ideal principles, especially those of GeomeTitye deductively provable axioms
of Geometry are, of course, almost emblematicglhycal examples of what Plato
considered as knowledge, episteme rather dioxa

Plotinus’ ranking music, architecture and carpeasigher arts that model
at least thenathematikgfor example the axioms of Geometry) and henck &sn

genuine knowledge, as opposed to painting, scuptlance, and mime does not

145



contradict anything in Plato. Although in the DigttiLine Plato places painting in the
category okikasig along with natural images such as shadows atettieins, he
does not mention anything of music, architectureaspentry in this passage.
Nevertheless, on the argument that these artsededmn use of the mathematicals,
we can see how they can be placed along the Diigelas an application of
dianoia On the same theme, but now much later in The Blepun Book X, Plato
compares the bed of the carpenter with that optheter, and it is almost certainly
this that Plotinus has in mind when he ranks cdrgeas a higher art, next to music.
Famously, Plato argued that while painter is twaaees from tharche or original,
of the bed, the carpenter’s bed, which is the méatethe painter is only one remove
from the Idea of the bed. Although Plato talkshef bed made by God, which is a
Form (the Bed), and the bed of the carpenter (3 Iitexkems to me unlikely that
Plato really means that there is a Form of the bedf other artefacts. | think this for
reasons that | will explain elsewhere, sufficing&y for now that | take the passage
on The Bed to be a didactic analogy to explaindifference between originals and
imitations, so that Socrates can explain his argurwe the exclusion of poetry.3
This is an argument that the Romantics, espedilgridge, would obviously wish
to modify, and Plotinus’ modification would allovoetry, as itself using music, to
have the status afianoia and not merelgikasia(which it would still also have,
insofar as it was sensibly representational).

In Coleridge’s system, Sensagthesisn Plato) harmonizes with Reason
(noesi$. Although Plato’s Divided Line is dynamic, andyrze read in both
directions (starting from images to read epistemicklly, and starting from Ideas to

read ontologically), Coleridge’s model adds thetfar dynamic tension of polarity.
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This is what brings out harmonies along the polkendé Coleridge shows how Sense
rhymes, as it were, with Reason. Sense itself ddmmmistaken, although opinions
(dox@ about it can be. Sense and Reason have anwetuitimediacy that is absent
from the levels in between.

Configuring the line as a polarity, Coleridge diggd Sense by bringing out
its affinities with Reason. This move is a sigrafi¢ move in Romanticizing Plato.
With this polar harmony, Reason can be seen as likerits polar counterpart, Sense,
and less similar to Understanding, despite Undedstg being a nearer neighbour.

Coleridge’s tweaking of Plato’s Divided Line intdharmonic polarity also
brings out some lines of speculative inquiry thaeal to the Romantic imagination.
If Reason is more present, although somnambulai@ense than in Understanding,
we might ask if some Ideas can be intuitively fielaesthetic experience, aisthesis
Could this provide a way of framing how, for examphoral qualities can be felt
almost palpably?

When Socrates turned philosophy’s questioning tecEt was he creating
Ethics? As the initiation of well-formed questiaegarding the Good, yes, he was.
Although dialectic is the best way to proceed ®Morms, there are other ways:
prophecy; divine madness; love; contemplation cilBg Dialectic is the best,
because its method is transparent, demanding ehi@®sent along every step of the
way. Aesthetic ascent demands assent too, buydisedf pleasure is not the ‘yes’ of
reason. But what is the difference?

One will only grant assent to pleasure if that plea is felt. Equally,
however, one will also only honestly give assenetson if that reason is understood.

Don't they both demand their own kindspathemataof subjective experience?
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A Platonic response to that question could berdgegon does not provide
pathemataonly noemataHere we have a spanner in the works that prexents
smooth transition for Coleridge to polarize Plafgided Line. Ideas are not
sensations, and this really is an obstructiondlbabunts for a main and necessary
difference between Romanticism and Platonism. kF@Romantics, deep feelings
could be united with profound thoughts. Of coutkere is even a clue in the choice
of the word “profound”, because the word “transatti could equally well have
been used here, also connoting extremity, buteroffposite direction. For Plato,
poetry, and heightened states of feeling can alseral to the heights, as it were, as
thought can, but they are of a lower value theyagkend of lucky trick, a gift from
the gods, and not constituted by the effort of cnes reason.

We can imagine what Plato was doing and exemptifiay his use of poetic
descriptions. But was the poetry Plato's way ofigeyy to, with symbols that use the
sensible, what he had already encountered in moeefprm, withnoesisalone? Or
were the poetic flights as useful for Plato's asesrhe intended them to be useful for
his students and readership? Poetry, love, madaedgrophesy can also ascend to
the Forms, as Plato had Socrates argue in the Risa@&iit they retain a sensuality, a
lower soul, as he put it, (spirit and appetite, foit nous, reason) attachment to
sensation. Their ascent is not the purest, non4istiaglialectic.

Can people be good without being rationally soPdlp illustrate the
guestion with a setting, Kant would have answetr@tthe negative. For Kant, only a
rational being can be ethical, because only amatibeing can be free from the sway
of sensuality and choose its own law, the moraltlzat is demonstrably

non-contradictory if universalized. Hence only aa@al being can have autonomy.
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Could there be a dialectic of the heart? Or, ofitheer soul, the spirit and the
appetite? If so, could its dynamic be anything othan the heteronymous use of
sensation by reason? The heart does not annosn@a#oning step by step with
logically connected propositions. But then why dHat? It is not the mind.
Inasmuch as the mind may look down on the hegpar@nt naivety, it cannot look
down on its contradictions, because only propasstican contradict one another.
And besides, the heart could just as well feehtived's impotence and irrelevance to
the experienced situation as the mind deducesdad'siseemingly incommensurable
methods of finding the truth.

The Romanticization of Plato, remembering that Raticasm is itself a
descendent of Platonism, is therefore a call téadysten to both sides at once. The
Ideal is not being renounced as illusory, merelyapleysical, creations to be
committed to the flames in favour of the purely ptv@enal, as the empiricists
championed. The Romantic position of the Ideal iesmnanmoved, but it becomes
relatively changed as Coleridge claims powerfubpstatus for the aesthetic
extremes Plato knew assthesisandeikasia Coleridge even moved Platpbantasia
imagination, a great part efkasig way beyond the median point and up beyond
dianoig or the higher understanding, to become Reaseai®st neighbour and
handmaiden.

Disgust, aversion, revulsion, as well as admiratéoe impressions that have
an intuitively moral feel to them. However defedsithese experiences are, moral
qualities in people’s characters tend to be expedé as things felt. A person can be
experienced as creepy, slimy (as Sartre analyzady, chilling, as well as firm,

dependable, and warm. Indeed, in the experienteebhg, correctly or not, these
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gualities are taken as directly as perceiving soraess tall, blond, and loud.

Coleridge’s Romanticizing the Divided Line into arinonic polarity
provides a schema that expands Plato’s model mnamodate some of Plato’s own
views on beauty. The divine madness that Platordiescin Symposium and Phaedrus
Is a state in which one “intuits Beauty itself” {b8spired to this vision by the
attraction felt towards the appearance of a badygdrson.

The harmony between Reason and Sense can alscdgmied when we
reflect that the intuitions disthesisare direct, because the objects are immediate.
The red patch | intuit in Sense is precisely appears, no more and no less.
Whether it is a representation or an effect of ¥bimg inaccessible to Sense is
irrelevant to saying that the red patch as suexastly as it appears. This directness
and immediacy of the state of mind to its obje@ l&armony between Sense and
Reason in Coleridge’s schema.

Whereas belief, opinion, understanding throughcthecepts, using empirical
generalizations, and dianoic thinking involve aevitable distance between the thing
thought and the thinking, this epistemological gapot held to exist in Plato’s
account ohoesis called Reason in Coleridge’s systemndéesis the mind is in a
state of direct contemplation of the Idea. Inde=@n that formulation implies a
distance or difference that is not intended inabeount of the Middle Platonists and
of, later, the neo-Platonists. For them, a moreigte account is to say that in the act
of contemplating an Idea, the contemplation is fidahwith the Idea. There is no
Idea on one side with the thought of it on the p#iée. This does not mean, however,
that a Platonic Idea is an “idea” in the ordinaepse of the word, denoting something

mental, or that can only exist in a mind. The ttainsn of “eidos and “ided’ into
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“Idea” can lead to such mistakes, and of coursalieenative translation, “Form”, is
not less prone to being misunderstood.

Draw a triangle and it is obvious in what respéiis concrete image is only
indirectly related to the Idea or Form of the tgem No matter how sharp the pencil,
there will always be inaccuracies. Also, the draxangle will have lines of a specific
length, which would be a serious limitation onugefulness if the same were true of
the Form of the triangle. Perhaps more importatfitly,Idea of the triangle has perfect
mathematical lines. That is to say, its lines Hawgth, but no width. When this point
is grasped, it becomes obvious that the Form ofrthegle can never be drawn.

Now close your eyes and imagine three points, thiagine three lines so that two
lines intersect each point. Here the imaginatianlméng us closer, although even
here, the imagined triangle has specific anglesgiinust imagine three points with
specific relations to each other, even thoughststaaken off the inessential details of
line width and specific length. The angles in tloenk of the triangle have a sum of
180 degrees, but the specific number of degreanyrof those angles is, in this
context, an inessential particularity.

I have proposed a proto-Romantic Plato who sonestinas been interpreted
as being at odds with his own more linear, logeglositions. This proto-Romantic,
poetic Plato was not merely an interpretation at@by the Romantics, but can be
justified by inconsistencies in Plato (within sieglialogues, and not only from book
to book) between his poetic word-paintings andinise ‘straight’ expositions and
discussions, that is, in dialectic.

The place of imagination in Coleridge’s system is\dsion of the place of

its counterparts in Platajsthesiseikasig andphantasia None of Plato’s terms here

151



really stood for what Coleridge meant by imaginatithe secondary imagination at
work in poetry and philosophy, There is a sensetadt Coleridge meant by
imagination in Plato, and that is in the implicia®, where Plato takes recourse to
poetic description to gesture towards the noetrerisahat cannot be described with
the concepts anchathematikaof dianoia or the understanding. For Plato
imagination, described assthesiseikasig andphantasia occupies the lowest level
of thought, whereas for Coleridge it representsottilg form through which the mind
can access ldeas, considered as intellectual slijegond concepts.
Proto-Romantic, poetic Plato saw the need for aip@esion necessary for
aisthesigeikasiato experience beauty as ideal and astonishing. Hlaito, most
prominent in PhaedruSymposiumTimaeusand Book VII ofRepubli¢ was
undoubtedly at self-questioning rather than dogmatost lucidly and explicitly in
theParmenidesWithout doubt there was another side to Plate gdoteric side,
being the Plato who gave his most thorough expiamsin the lectures and
discussions in his Academy, the most thorough ceobwhich, tiny though it is,

being Aristotle's bemused account of Plato's lectur The Good.
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Professional Development for JTEs and ALTSs,
A Non-Intensive Approach

Julia Christmas
Abstract

In 2008, the Ministry of Culture, Sports and Tedbgy (MEXT) has
established a “New Course of Study” for elementarmgjor and senior high schools
in Japan. The key changes in this document incdueguirement that English will be
required for the elementary fifth and sixth gradiesm 2011), and also include major
alterations to secondary school course descriptwhgh further the official goals of
Communicative Language Teaching (CLT). These MEX&rddirectives have
serious implications for classroom practices, hogrean analysis of the literature
regarding training and professional developmendabpanese Teachers of English
(JTEs) and Assistant Language Teachers (ALTs) detinades that there is still a
large gap in knowledge and understanding of CLTt@rmore, although
professional development for teachers involvedementary, and secondary English
teaching endeavors has come a long way since tspiion of the JET program in
1987, there is still much room for improvement. idll®wing paper offers alternative
ideas for professional development based on an ieedion of programs throughout
Japan and investigation of the needs of JTEs ani$ Atho have taught or are

currently involved in teaching English.
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Introduction

Since the introduction of the “JET” program in 198¥ presence of native
English speakers alongside primary and secondaanése teachers of English
(JTEs) in the classroom, and the use of Engligherclassroom either for
communication or pedagogy, has become a given.tRagent changes in the “New
Course of Study” (national curriculum guidelinesmtied down by MEXT) have
further complicated the approach that teacherseay@red to take regarding English
language teaching in primary and secondary schibmsighout Japan (MEXT, 2008).
As a result of these changes, teachers have hadde training in areas related to
English language teaching. Although very sketchymdpthe initial phases of the
“JET” program, professional development regardewsg teaching, communicative
language teaching (CLT) and language acquisitime lsame a long way.
Nevertheless there are still many weaknesses iadhenistration and

implementation of in-service training.

The Current Situation in JTE and ALT teacher traini ng

Teacher training for in-service Japanese Teaclidtaglish (JTESs) and
Assistant Language Teachers (ALTs) is often infdinen of “intensive” workshops
and seminars offered or required by local board=doftcation. This approach does
offer some benefits, however in most cases theseses, rather than actually
providing professional development, become a hpged English (“machine-gun”
English that most JTEs are unable to follow), vefaugriping, lesson plan sharing,
and story-swapping between native English spedkatheny, 2005; personal

observation JET Mid-year seminars 2006, 2007, 2@4dditionally, the lack of
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cohesion inherent in these once or twice a yeaimsemleads to a sense among JTES
and ALTs alike that their time is being wasted (Matey, 2005; Crooks, 2001). In
light of these issues, a more effective method ddel to offer a set of courses based
on quantitative and qualitative teacher needs-aisafnd which offer clear,
systematic and easily accessible instruction.

Teacher training, both in-service and pre-serviegarding CLT, EFL, team
teaching, or general language learning for Japaeeshers is lacking
(Gillis-Furutaka, 2004). The pre-service trainirfgsecondary level JTEs in these
areas is haphazard (Izumi, 2007; Lamie, 2000; Yakeesl999) or in the case of
elementary level currently virtually non-existeKugumoto, 2009). The pre-service
training for ALTs involves mostly survival tips (Monnell, 2000, Crooks, 1991) and
their opportunities for in-service training haveebme further limited as city and
prefectural budgets shrink (Gillis-Furutaka, 198drsonal communication, S.
Matsumoto, E.T.C., Wakayama Pref. B.O.E., 2006sq®al communication, T. Ishii,
Supervisor Miyazaki Pref. B.O.E. Educational Polityision, 2011). In addition to
the shortcomings of pre-service or in-service tragrprograms, JTES have very little
chance of going abroad for language study or tngiprograms. Lack of funding, lack
of institutional support at peer and supervisowels are key barriers preventing
participation in overseas educational opportuniMatheny, 2004; McConnell, 2000,

Tanabe, 2004).
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A Professional Development Semi-Success Story

In answer to the present haphazard and non-cohacardlities of pre and
in-service teacher training, some prefecturesalim@ serious measures to improve
the situation. One example of this occurs in Sendhare the prefectural B.O.E has
developed a system of professional support faFlitss and ALTs. As Crooks (2001)
explains, in many prefectures attendance of prafeakdevelopment workshops can
be hit or miss. Seminars and lectures organizdddal governments are a tricky
thing. They are either mandatory and therefore gjngly attended, or are not
required (and not connected with salary increaseGdhnell, 2000)) and thus
frequented by teachers who need them least. Seraggtroach to all of these
problems was to create a more cohesive systenadaaesses the needs of JTEs and
ALTs alike.

The program created by Sendai includes and imtiahtation for newly
arrived ALTs in the shape of an “overview of ESLIBEchniques along with cultural
and survival tips for working and living in Japadtooks, 2001, p.38). In addition,
two hour, bi-monthly seminars are offered in Ertglisn topics relevant to teaching
language and EFL, to both JTEs and ALTs (ibid, p.39

The shortcomings of the Sendai program seem tor dic@pite of efforts
taken by the planners who have tried to offer wiads that are accessible to JTES,
(i.e. simplification of spoken English or pre-assitent of longer texts used in the
seminars). A number of factors appear to hamperatiéadance including lack of
language ability (real or perceived), lack of tifeek of support from peers and
superiors and lack of positive associations wittvmus professional development

experiences (Crooks, 2001).
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Proposal for Further Success

A program to foster development of JTEs needs tsider the factors
mentioned above. Japanese teachers are dedicdbadrtiobs, constrained by their
curricular and extra-curricular duties, and suffem peer-pressure to stay at their
desks even if they want to attend workshops or sarsi Creative ways to work
around these issues could include

1) “demae” or “take out” workshops where the saamninstructors deliver
their classes in situ at the school where the tdegehers are employed. This would
help to cultivate a school-wide acceptance of diene.

2) top-down measures that include creating bontlsdas universities and
local boards of education which would allow indivad schools to ask for seminars
whenever timing is convenient.

3) invitation of principals and other administrat¢o take part in
mini-workshops that help them better understanchgés in MEXT policies
regarding language education. These would havéter lmbhance of taking place if the
bonds mentioned in 2 above were in place.

4) bi-lingual seminars or seminars that are sepdnato English and
Japanese streams that would allow teachers to etsoa®rkshop based on the
language that they feel comfortable using. Deteemavho will be the better
teacher—experienced JTEs (see Cross, 2005), ratheders of English or a
team-taught combination of both.

5) specific English skills workshops that allow Esly teachers or
elementary teachers to improve their own pers@mguage skills and at the same

time these workshops could allow participants tk pip techniques regarding the

160



delivery method of those skills.

6) mimic and improve—examine successful and nowessful programs
throughout Japan. Determine what their weak pauaie and discuss with local
Boards of Education and teachers for ideas to efgstter models.

These six examples are by no means an exhaustivad Ideas, but are meant
to be a simple illustration of possibilities—of v&atp improve the existing conditions
of professional development for primary and secontizacher of EFL/language in

Japan.

Conclusion

Whoever plans and delivers any type of in-servicgmam for Alts and JTEs
needs to be very aware of the obstacles that impactsess. Awareness teamed with
creativity has helped to greatly improve the sitratluring the past 20 or so years of
the “JET” Program and while the wheels of bureatyand a few “sour grapes”
individuals) can give one a sense of despair fertttire system, it is more useful to
remember that there are many, many dedicated tesae® truly want to improve
their understanding of CLT, and language acquisitibis for these beleaguered
colleagues and their students that we should kieeng to design fruitful

development programs.
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Writing From Wilderness: On the Use and Extension bKeats'’
“Negative Capability in the Poetics of William Staford

Gregory J. Dunne
Email: gdunne@miyazaki-mic.ac.jp

Abstract

John Keats coined the phrase “Negative Capability letter to his brother in 1817
when he spoke of a particular “quality” that wemtbi forming a “Man of
Achievement” in literature. He define this quality akin to a state of mind “when a
man is capable of being in uncertainties, Mystedesibts, without any irritable
reaching after fact & reason — .” Generally, thentbas been understood to refer to a
capability utilized by the poet in the early stagésomposition. This understanding
of the term may owe its origins to Keats' commentar Coleridge's inability to
remain in “mystery” and “half knowledge” in the Baphases of composition:
“Coleridge, for instance, would let go by a finelated verisimilitude caught from the
Penetralium of mystery, from being incapable ofaerimg content with half
knowledge.” The poetics of William Stafford drawaipthe theory of Keats and
extend it beyond the early stage of writing. Thapg@r examines how Stafford uses the
theory of Keats — how he elaborates upon it tod-reaches a fully articulation of its

implications.

Key words: John Keats, Negative Capability, poetggliam Stafford, wilderness.
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A poem is a serious joke, a truth that has leanjngtsu. Anyone who
breathes is in the rhythm business: anyone whbve & caught up in the
imminences, the doubts mixed with the triumphantaicey of poetry

William Stafford

The poetics of the American poet William Stadf owes much to John Keats
theory of Negative Capability. In this paper, IMadok at how Stafford makes use of
Keats' theory and extends it. | aim to demonstreeéwhat Keats injected into the
discourse of poetic theory many years ago, viawafw letter, has found significant
correspondence in the theory and poetry of Williatafford. In this way, | will
demonstrate the generative and productive workhbery of Keats’ accomplishes in
the poetics of William Stafford.

In writing to his brothers George and Tom 8117, John Keats commented on
“what quality went to form a Man of Achievement”literature (Keats 193). In this
letter, he used the term “Negative Capability” aedined it as being something akin
to a state of mind or an attitude “when man is bégaf being in uncertainties,
Mysteries, doubts, without any irritable reachifigiafact & reason —. . .”
Shakespeare, Keats tells us, possessed this dleaddymously.” Coleridge on the
other hand, seems to be faulted by Keats for lgcthis quality. Immediately after
defining Negative Capability, for example, Keatsntnents on Coleridge: “Coleridge,
for instance, would let go by a fine isolated vieniitude caught from the
Penetralium of mystery, from being incapable ofaerimg content with half
knowledge.” This comment by Keats on Coleridgeripartant because it suggests
that Negative Capability is something made useldferthe poet is in the composing

process of writing, and perhaps at the very eardisgyes of the writing process. Keats
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tells us that Coleridge would let go of some themgountered in the writing because
he couldn’t pin it down sufficiently. He couldn’hderstand what it was, or felt it
didn’t know what it was. He was “incapable” of ramag content with something he
couldn’t completely understand or know.

Stafford shows a similar sensibility and avaass to that of Keats when he
writes of how he prepares himself for the act ahposition. He seems to physically
and mentally place himself in a frame of mind, &rue, which is open and capable
of being in uncertainties. He is not running afgats or reasons. In this way, he may

be said to be drawing upon Keats’ notion of Nega@apability and using the theory:

When | write, | like to have an interval before mken | am not
likely to be interrupted. For me, this means ugule early morning, before
others are awake. | get pen and paper, take aegtaraf the window (often
it is dark out there), and wait. It is like fishingut | do not wait long, for
there is always a nibble — and this is where reagptomes in. To get
started I will accept anything that occurs to memgthing always occurs, of
course, to any of us. We can’t keep from thinkixigybe | have to settle for
an immediate impression: it's cold, or hot, or darkbright, or in between!
Or — well, the possibilities are endless. If | dotvn something, that thing
will help the next thing come, and I'm off. If Itléhe process go on, things
will occur to me that were not at all in my mind evhl started. These things,
odd or trivial as they may be, are somehow condeéted if | let them
string out, surprising things will happen.

(Stafford 17 WAC)
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The way that Stafford speaks of the pre-comtiposphase of writing sounds
very much like the application of the Keatsian ttyetl get pen and paper, take a
glance out of the window (often it is dark out #ernd wait.” Stafford emphasizes
here that for him writing is, in part, a passivé\aty: a matter of waiting. It does not
appear to be a matter of going out in search ofesioimg. It isnot like hunting. It is
“like fishing.” Further, Stafford suggests the pees occurs in a space of incomplete
understanding: “it is dark out there.” In additimnconnoting the obvious pre-dawn
dark of morning, the word “dark” calls to mind sueveryday expressions as “being
in the dark,” that is, being in a place of not kmegy not having all the answers,
having only partial or incomplete information ordemstanding.

In the above quotation, we might also begidiseern where and how Stafford
begins to extend the Keatsian theory of NegativeaBgity and apply it to something
beyond the pre-compositional phase of writing. \&edt this extension when he
speaks of needing to be receptive while in the ggsof writing: “I do not wait long,
for there is always a nibble — and this is wheoepéivity comes in.” This capability
of being receptive while showing some relationghieats idea of being “capable of
being in uncertainties. . . without a reachaftgr fact & reason” goes further
than Keats to provide a working definition of howeddtive Capability might actually
function in the process of poetic composition. fétalf's theorizing provides a more
complete articulation of what is going on insideefsoas they write and remain in the
realm of uncertainty: they must be receptive totidhgoing on between themselves
and the language on the page as they proceed -thehaghts, what images, what
memories, what emotions, are being called up witithem as they move through the

writing process.

167



In responding to being pejoratively taggedegional poet” — “regional” in the
sense that he writes largely out of his experieiding in the region of
northwestern United States: the state of Oregotaffd®d articulates his sense of
receptivity to language and process in a convensallly relaxed and yet remarkably

precise manner:

.. . doing art takes a kind of sniffing alongirgesteadfastly
available to the signals emerging from encountetis the material of the art
— the touches, sounds, balancings, phrasings tharskquential and
accumulating results of encounters.”

To look up form the sniffing, in order to find atc's approval or a
public’s taste, is to forsake the trail. And thailtrs one-person wide, terribly
local and provincial: art is absolutely individuala non-forensic but utterly
unyielding way.

Anyone actually doing art needs to mainthaia knack for
responding to the immediate, the region: for that®re art is. Its distinction
from the academic, the administrative, the mecladniies in its leaning
away from the past and into the future that is @mnegrright at the time form
the myriadly active, local relations, of the artiSthers — administrator,
professors, mechanics, or whoever — can of colsseba responsive to
where they find themselves: artists have to bet'Tti@e ground for their art,

the place where they live.

(Stafford 10 MNT)
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In the paragraphs above, Stafford describesdmplex activity involved in the
poet’s being receptive while in the act of composit“Doing art. . .” one must
remain “steadfastly available to the signals enmgriom encounters with the
material of theart— . . .” We understand tidlaing art,” in the poet’s case,
involves the writing of poetry, and, as such, tbetgmust remain “steadfastly
available” to what is occurring between the poet tre language on the page as the
process unfolds: “the sequential and accumulagsglts of encounters.” This
“receptivity” that Stafford speaks of is applieanade use of — by the poet in the
compositional phase of writing — not merely the-poenpositional phase, as was the
case with the Keatsian theory. Stafford distingessart, and in this case poetry, from
“the academic, the administrative, [and] the meatadyi precisely because it leans
away from the past “and into the future that is egimgy right at the time from the
myriadly active, local relations . . .[This] .future thatis emerging ... [is] the
ground for their art, the place where they live.”

The ability of the poet to be actively receptat the immediate and local level
is one of the distinguishing characteristics updmclv Stafford extends the Keatsian
theory. In the quotation sited earlier, Staffordiadle his own movement into the
compositional phase: “If | put down something, ttrhg will help the next thing
come, and I'm off. If I let th@rocesgmy emphasis] go on, things will occur to me
that were not at all in my mind when | started. §&¢hings, odd or trivial as they may
be, are somehow connecte8tafford indicates that he sees writing as a sefies
events — a “process” and acknowledges both higaamd limitations within the

process.
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As Stafford moves beyond Keats, he remaingrgited in a disposition that is
Keatsian. That is, as he moves forward into thegss of writing, he remains in the
region of Negative Capability. He is in the “une@nties” that Keats spoke of.
“Somehow,” he says, these things are connectediodsen't knowhow. Thus we see
Stafford applying the Keatsian theory to both the-@omposition phase of writing, as
well as to the later phases of writing. And preshbiyeStafford will continue to listen
carefully, to be receptive, as he moves deepetrti@grocess through successive
drafts of the poem. He will continue to be receptiv the draft’s promptings and
suggestions until he finds it completed as a poem.

In addition to possessing the capabilityemfaptivity in later stages of
composition, Stafford’s theorizing calls upon tleepto maintain, develop, or be
capable of possessing what he terms a “readindas.tdf the poet is going to
continue through the writing process — to “keepawoiting” — she must be willing to

fail:

I must be willing to fail, if | am to keep on wing, | cannot bother
to insist on high standards. | must get into actiod not let anything stop me,
or even slow me much. By ‘standards,’ | do not ritanrectness’ — spelling
and punctuation, and so on . . . | am thinking @lsoch matters as social
significance, positive values, consistency, etesblutely disregard these.
Something better, greater, is happening. | amofig a process that leads
so wildly and originally into new territory that pedgment can at the
moment be made about values, significance, anethso o

(Stafford 19 WAC)
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“Willingness to fail” in the composition of@em can be seen as something
that draws from Keats and extends his theory faiviaio a practical application by
Stafford, but a fuller understanding of it, anduliefr appreciation of it, would have us
looking further back than Keats to Kant. Stafforclaim, to do away with
“standards,” might be understood to mean that lesmiosit down to write with a
defined purpose. For if, by a kind of reverse lothe writer had a purpose, he/she
would have “standards” that would include the cdesation of things such as “social
significance, positive values, consistency, ettdffSrd’s theory of process, as outline
here, carries a trace of the Kantian notion of flmsiveness without purpose” — the
Kantian notion that | suspect was already embedu&egats’ formulation of Negative
Capability for how can one exist in a place of “ertainties, Mysteries, doubts,” and
write out of it, if one were being driven by thepaise to seek a defined end, a
purpose (Kant 14)? Purpose is conclusive in sagat represents a terminus, an aim
towards which one is intending, as such, it isthatical to mystery, doubt, and
uncertainty.

What Stafford is able to achieve in this fofatiwn — this emphasis on failure in
the process of writing — is to underscore how failis a part of the writers’ capability
to remain in uncertainties. In other words, tolseptoceed in the process of
composition and to remain in a Keatsian world ofateve Capability the writing
must come to see “failure” as part of the procésmt the process itself. To
understand failure in this way is to see the pagyiwithin it. Just as poets would do
well to develop an appreciation for Negative CalggpStafford suggest they
would do well to develop a “readiness” to fail,uather capability.

In theorizing his own poetic practice thergffetrd stays true to Keats: there is
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no reaching after fact and reason. He doesn’t Kimow things are connected but
believes “somehow they are.” He is “following a gess,” as he puts it below, a
process “that leads . . . wildly . . . into newritery.” What he finds there, it is

important to emphasize, he finds by wayeing led not by leading. In the poem, “A
Course in Creative Writing,” we see much of thisdhizing in summary. In a

rhetorical fashion, this speaks about the difficalteative writing students have in
understanding the process of writing a poem. Tharpattempts to return the students
to the “wilderness” of their own minds, to a wildess that cannot be mapped, a place
of Negative Capability, where the students musf gey are to write their way out

into a poem:
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A Course in Creative Writing

They want a wilderness with a map —
But how about errors that give a new start?
Or leaves that are edging into the light? —

Or the many places a road can't find?

Maybe there’s a land where you have to sing
To explain anything: you blow a little whistle
Just right and the next tree you meet is itself.

(And many a tree is not there yet.)

Things come toward you when you walk.
You go along singing a song that says
Where you are going becomes its own

Because you start. You blow a little whistle —

And a world begins under the map.

(Stafford 185 TWII)

Stafford’s concept of wilderness as a soufoatality and inspiration — “the
world begins under the map” — echoes Thoreau'sgdagwilderness is the

preservation of the world.” Stafford’s formulatiomght be read, “In wilderness — in
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the unknown and uncertain — is the preservatiqgooetry.” In the poem, Stafford
likens poetic composition to walking into a wildess without a map — the poet must
write from that place of wilderness. This places tlealm of the imagination, in so far
as it is undefined, unmapped, unknown, undisturlmedtes, discovery. For Stafford,
poets need not know where they are going in thepositional process, but they must
be answerably alert to what the process suggesig éhe way.

Thus Stafford develops a poetic theory thagmas$ off the Keatsian theory. He
follows out the Keatsian theory’s implications theeve a more detailed articulation
of what the earlier theory can actually mean whapliad in practice. Stafford’s
concepts of active receptivity and readiness-torégaresent two critical extensions
applicable in the later stages of writing.

One way to appreciate what Stafford is sugiggsh the poem above is to turn
the rhetorical situation of the poem around so ithatvestigates the following
guestion: “If we were to have a map for our livebat would be lost of the richness
that springs from the unmapped, unknown, unplarhoeedvents of the day? Or, as
Stafford questions: “But how about the errors theae life a new start? / Or leaves
that are edging into the light? — / Or the manyge$aa road can't find?”

What will happen tomorrow? Or, as a poet may wartsk, “What will
happen with this poem | am writing? What will it Aleout?” For Stafford the impulse
behind these questions — the impulse to know —hvenen life or in the poem one is
writing — are not dissimilar. Stafford reminds batttheknownis suspect and that the
unknown is the stuff of life and poetry. No one Wsowhat tomorrow will bring. We
live in a world of incomplete knowledge — in a wbdf not knowing — a world we

continuously investigate and attempt to understand,day a time.
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If a poem is to be truly alive, it must hatestquality about it: a sense of active
engagement with an uncertain world, and an unceetastence. There are “many
places a road can't find,” Stafford says, suggedine poet ready herself to
metaphorically step from the car, or off the traitd head into the unknown,
undiscovered wilderness of writing. The poet begingncertainty and proceeds
mindfully and receptively through all that is immetetly occurring, as the process of
writing unfolds: “Things come toward you when yoallw/ You go along singing a
song . ..” The poem is created from the ongoirdjwarcertain event of life, as such it

breathes — it lives.
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