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ABSTRACT

MEANING THROUGH METAPHOR:
VISUAL DIALOGUE AND THE PICTURING OF ABSTRACTION

May 2008

JohnH. Quirk, Jr., B.A., Dickinson College
M.A., University of Massachusetts Bogon

Directed by Dr. NinaGreenwald

This synthesis buildson the connectionsbeween languaye and cognition, and the parallel
subdonainsof linguistic metaphorand visud knowledgerepresentation, to arguetha
traditiond dialogueprocesses might aptly be employed to hdp collaborative learners
examine complex abdractions The starting premise, that habitud languaye-embedded
metaphormay beused as awindowinto theundestanding of abdractions such as
tolerance, education, judice, and integrity derives from theimportant work of Lakoff and
Johnnin developing thar Embodiment Theory of Metaphor. Further paralelsfor what is

thoughtof in cognition as the spread of activation are consdered in tandam with theories



aboutthe spread of connection-making in creative thinking. A look at the works of Isaacs
and Bohm, both pioneersin theories of dialogueprocess, leadsdirectly to the proposl that
dialogue with slightmodification, could provide an effective atmospheae for capitalizing
onthelinguistic metapha-visud knowledgerelationship. Pullingtogeher all of these
connections the pgpoe proposes the prindples of wha theauthor calls visud dialogue
Visud dialogueis a collaborative framework within which learning participants might
focuson thedetails of the metaphoric thinking embedded in their languaye, GeeingOas a
result the abgract knowedgerepresented by ther mental imagery. Within theatmogphee
of avisud dialogue it isargued, degper and more subtie undestandingsof abdractions
may berevealed collaboratively, or perhgps even re-condituted into new meanings
Undeastanding or meaning built in this way may then be used to approach more practical
problems systematically, thoughsuch systems are not described in this pgoer. The pgper
condudes by consdering a nunmber of issues raised by the nation of thinking about or
visudizing, complex soda abdractionsviathe process of visud dialogue Amongthese
are: the philosophic implicationsof examining implicit ambiguity metaphoiically; the
practical use of dialogueprocesses that are often thought of as open-ended; the application
of visud dialogueto different age groups the potential for the use of other media (musc,
sculpture, etc.) in examining abdraction; and thowghts on the use of creativity in visud

dialoguefor promoting potential problem solving strategies or approaches.
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QFor the child, andin many ways for all of us to seeisto know. Asin, Q.et@ seewha@in
the box!O~George L akoff

FORWARD

A Peek insidethe Box
On terms of you or some other teacher as a pourer (of education), Mr. Quirk, andme asa
container (to befilled with learning)El guess 1@ say that 1@ rather think of myself asa
barel to befilled by rain. Tha fits better with how 1@ like to think of it. My brain is a big
opening,and | wantthelearningto fall in fromall over the place, sometimes heavy and
sometimes lightly.OSo says a bright and thoughtul youngwoman in my Latin class, aswe
sft througha number of metaphoiic images of theabdract conaept of education. This day,
we have talked abouteducation as a commodity and of students as purchasers of it, an
especialy interesting and provoaative metaphorin a private school setting. We have talked
abouteducators as nourishers of hungy minds an apt metaphor just before lunchEa nd
because the Latin verb edum meansjud that Bto nourish. We have talked of mindsas
blank pages and teachers as scribes. We have suggested tha eductionis afounddion of
some metaphoric student-building. We have strugded throughan inaccessible notion of
education as aright (seems we needed another metaphorto consder wha we meant by a
right'). Yet here, in thelast moments of a 25 minute dialogueon visud imagery,
something new emerges from something pretty well-worn. Suddenly, we are talking about
what kindsof containers, what sorts of buildingsour collective mind<eyes are viewing.
Andin doing so, we begin to consder what these details mean for how we are thinking, or
of howwe might belearning. Maybewe are even garting to make some new meaning for
ourselves. |re never really thoughtof myself like rain before. What kind of rain could |

be?



PROLOGUE

First Stepsin a Journey of Wordsand Meanings

LEARNING isa JOURNEY
Q_et@ orient ourselves to the problem, and think this throughto theend.O

@y all means let@ notget off course.O

Orhegoals of this project could notbe more explicit, nor could the stepsto

. betaken alongtheway be better marked outO

CBofar, it is clear to me that thereis much groundto be covered.

Eventudly, though,we will arrive a our destination.O
| have longbeen interested in the ways in which the structure of language mightbe

thoughtof as areflection of the structure of our thinking and reasoning systems. In
thinking back aboutit, | would trace my first thoudhts on the matter to my studies of Latin
and Greek, and especiadly to therelated field of etymology. The histories of wordsand of
theways in which they have evolved, while often thoughtof astrivial niceties for those
accugomed to usng wordswithoutgreat consderation, hed for me greater possibilities.
Early onin my undegraduae studiesin classical languaes, | had become intrigued by a
number of indances where adjectives that described states of beng (honest, for example)
had evolved to become abgract nouns(honesty), and what this meant for the thinking of
thetime periodsin which this had hgppened. Some of these wordswere being treated by
people, it turned out, asif they had distinctly and explicitly conaete or physca meanings

despite therecognizable abdraction of thewords At thetime, my focuswas on howwhat |

was calling @onaetized abstractiongd(worthiness, dignitas, as used by Caesar in his



explanaion of the Roman Civil Wars, was my initial focus) were being used by speakers
to convey avariety of pointsrelated nat jud to thequdity of theconcept, but also to its
quantity. | remember thinking that something abou theway Caesar and others were
visudizing these abgractionsdid not quite add up in athinking sense. | wrote a numbe of
papers and an honoss thesis on topics related to my observations and moved aongwith
my study of classics.

In theyearsto follow, | often took note in my language teaching of thewaysin
which paently conaete wordsor conaepts had evolved over time to take on more abgract
meanings In paticular metaphors for undestanding Bthe great majority of which relate
somehow either to GeeingQor QyraspingQ(L akoff and Johnn, 1999 Phad me wondeing
abouttheways we visudize wha we cannotsee or grasp, butdesire or have need to
undestand. So often, physcal, experiential meanings implicit in thelanguaye we use, had
evolved to describe complex abdractions and this area of languagefascinaed me. Many,
many years later, while sitting in acognitive psychology class, | began to undestand why,
as anumber of connectionsstarted to reveal themselves to me.

A great dedl of themateria in that course had to do with memory. One paticular
pat focused onthephonobagical loop averbd practice patern tha enhances memory. A
paper in the course foundme consdering howthisrehearsal loopmightfundionin the
absence of actud wordsto describetheknowiedgebeng learned. To wha extent, |
wondeed, were knowledgeand memory reliant upon thevery existence of words andin
wha ways did they fundion cognitively and linguistically to hdp usrepresent pieces of
information?Exposure in that course to the conagpt of the visuo-spdia sketchpad, which

pemits usto manipulate visuad imagery in our mind@ eye, and my own interestsin visud



expression (metaphors, similes, etc.) in teaching literature, prompted further thinking about
theinformation tha was contained in words, and abouthow that information could
blossom cognitively fromits essentially symbolic simplicity (letters grouped togeher into
words) into so powerful aset of thinking tools and knowedgerepresentation. Rarely, it
seemed to me at thetime, had the parts of something, theletters of a ssimple word, added

up to so much greater awhole!

Thisfirst threshold of thinking on theefficiency of wordsand of theinformation
they contain sparked an interesting survey on thetopic of cognitive linguistics. The breadth
of thefield, of course, leaves me far short of any expertisein it. However, oneareal got
into served to significantly forward my thinking on thetopic of language and knowiedge
andin away tha hdped me to make some key exciting connections In paticular, learning
about L akoff and Johnn® (1980 theory of a structured metaphoiic coheaence between
our cognitive systems and our languaye systems pushed the envdopeof my own interest
with respect to how represented knowledgeis made available to usin a cognitive sense.
Thetheory proposs a crudal role for metaphorin our cognitive thinking, building on the
conaept of spatial, embodied reference points to explain in wondeful detail the connection
between metaphor as languaye and metaphor as cognitive, mental necessity. In evolving
thistheory, theauthorsilludrate the extent to which we rely on metaphorto hdp us
structure, and therefore perceive, othe'wise inaccessible abgractions and they establish a
clear connection between our metaphoiic facility and thefluidity of ourthinking processes.
Ultimately they establish tha metaphor, which most of usthink of merely as afigurative
linguistic vehicle, is actudly an extraordinaily complex cognitive tool, onetha isboth a

reflection of and a contributor to our thinking abou abgractions
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L akoff and Johnn@theory has both cognitive and philosophic implications But
for meit has prompted more careful consderation of theways in which we work with
ever-present abgractions and how we use these to represent the mog interesting topics of
thinking, controversy, human emotion, etc. My earliest thinking on the matter, you will
recall, had to do with a Roman general@ inability to recondle his perceived worthiness as
apossession. It became clear, as | worked throughthetheory, that Caesar@ strugglesin
thisarenawere in many ways really our own. Among some nunmber of flawsin his
thinking dispostion, onehad him misundestanding his own implicit metaphor of his
worthiness as a posession. He did not see (I choos this word for areasonE) what his
metaphorentailed, and so he could not handle or manipulate it (on purpose, agan) theway
hewanted and needed to. Like Caesar trying to keep hold of his worthiness, we often
struggle today with tryingto quantify and qudify serioudy important topical abgractionsb
integrity, tolerance, respect, et a. We do so, however, with toolittle general undestanding
of theintricacies of the primary tool Dknow edgerepresentationsthroughmetaphorbwe
are usngto try to do so; this, assuming we recognize thetool® existence at all.

While my thoughs on this topic remain of interest in aglobd sense (who wouldn®
desire to advance theworld on its mog pressing concerns?), thar immediate relevance is
much more local. | have been thinking specifically abouthow we work with and teach
such abdractionsto students. In what ways, | wonder, can we conve'se aboutabdractions
especialy given the significant metaphoric baggage Dintended or notBtha is necessarily
presentin thediscussions? In theend, if we asteachers are unéble to unpack all tha resides
in our omnipresent metaphors of abgraction, or (worse) if we are unawvare tha these

metaphors and all they entail even exist in athinking sense, how can we beteaching such



thingsat all? Are, perhaps some of the struggles we often have in teaching such thingsdue
to this disconnect? These questionsare central to my thinking onthetopic, and at thevery
core of wha | will ultimately propo in this pgper. To be sure, they resonae with some of
my earliest thinking onthelanguage of abdractions (looking back at those undegrad
papers was atreat). But they also have me thinkingin novd and broader ways aboutmy
role as an educator, and aboutthe many possibilities that teaching throughenhanced

awareness of metaphotic thinking might offer to students alongther pathsto adulthood.



CHAPTER 1

Introduction and Goals, or Building a Concept from the Foundation Up

A THEORY isaBUILDING
Q et@ try to build the framework of this theory.O

Qwithouta solid foundaton, this whole notionwill be shaky and might
. even fall apart.O
O'heinitial ideas will bebuttressed and suppotted by the variouslevels of
. theargument.O
O'hetheoriesin this pgper will standor fall on thestrength of ways |
condruct them.O
In this pgper | hopeto set forth thefoundaion for consdering metaphoric thinking
as ateachingtool at the highest levels of eduction in cogntive abdractions | intend to do
0 by reflecting on Lakoff and Johnn@theory (1980) of metaphotic embodiment, and
also by examining the many ways that metaphoiic thinking is present in our work with
abdractionsbsometimes in grand or complex ways and sometimes more ssimply, but
always with seriousimplicationsfor our undestanding. In doing so, | will further discuss
themanne in which this complex metaphoric relationship between the workingsof
languaye and theworkingsof cognition has to a certain extent shgped notonly our
conazption of theway we think, butsome of our actud thinking aswell. Alongtheway, |
will propos tha coming to undestand the manne in which our languaye and use of
metaphor has shgped some our thinking aboutabdractionshas key implicationsfor the
ways in which we might structure teaching approaches when dealing with some of the
most chdlenging abdract topics or conagpts. Ultimately, | will offer amodd through

which | bdieve metaphaic thinking, both as a conveyor and a builder of meaning, might
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bedevelopal for use by students and teachers consdering pressing topics in character
education or sodal abdractions This modd will be closely based on the modified
prindples of dialogue as set forth by William Isaacs (1999) and on the connected notion
of methodobgical bdief, as described by Peter EIbow (1986) Consderation of therole of
creativity in visud, metaphoic thinking will also be woven throughoutthe pgper.

While it will not prove especidly difficult to make the connestions| seek Binde=d,
thiswork has an implicit and pervasive common sense tha is readily observable once
pointed out Bl need to recognize for my reader thechadlengefromthe outset of talking
well aboutconcepts that are so paently difficult to describe It is my intentionto disperse
as many examples as possible throughoutthe pgpe (note that sectionsheadingswill
genegaly indudeeither metaphoiic descriptions or linguistic subtleties aimed at
highlighting theinformation), or to use oneor two key examples as points of focus |
would like to beclear, however, tha themethodobgy | will ultimately propos, though
first consdered within the context of character education, has application for any learning
groupfacing the chdlengeof coming to know (or at least to know better) the essential
naure of the key abdract concepts tha residein so many of the mog pressing problems
we face in schools, at work andin sodety at large Thereis, perhaps an impracticality in
thinking tha having a better undestanding of such conaepts as tolerance, truth, thevalue
of life, responsbility, etc. can actudly pus usalongto beter work in these areas.
Obvioudy, the context of theissuesis relevant and changes our perspective somewhat
from scenario to scenario, and in away which makes essential undestanding difficult to
attain. | would argue though tha some significant portion of our struggle to dowell with

decision-making on some of themos monumental thinking chadlenges of sodety b



abortion, stem-cell research, euthanasia, sodal judice, etc. Phasitsroasin aninability to
reach common groundon the central topics. By common ground | mean common meaning
or undestanding; not so much acorrect answer to an abgract dilemma, but rathe alevel
of trugworthy knowledge (Elbow, 1986 tha is condructed collectively and has, asa
result, an essentia accessibility to all involved in sorting throughthe problem.

Thegod, then, of finding ways to best use cognitive metaphoric thinkingto urfold
ontheonehand, and patialy create on the other, meaning and undestanding of
abdraction seems a worthwhile endeavor. Building on the science of cognition in working
throughit, there are elements of philosophy, credtivity, collaborative and groupthinking,
and active listening tha can be broughtto bear onthetask syntheticaly. It ismy intention
to weave these many elements togeher sengbly, clearly, and pehgpswith an element of
emergent excitement tha will compd readers Bbethey teacher's, students, or jus people
interested in taking onthe mog difficult and interesting of abgract problems bto take a

deeper look at wha the connectionsoffer.



CHAPTER 2

Review of Topicsand Assodated Literature

Parallelsin Cognitive and LanguageSystems, or Layersin Learning and Language

AnIDEA isaPLANT
OA great idea, butit died onthevineO

GDnee theseegl was planted, sheturned theidea over and over in he fertile

Orhis bﬂlgig idea may take years to come to fruition.O

O'here will many branches to this study of cognitive linguistics, some of

which will grow to be offshoots of others.O
In consdeing theimportant use of metapha in conveying and learning about

complex abdractions it is hdpful first to set forth some important premises. First, there
needsto be an undestanding of and an opennessto the propostiontha languayeand
cognitive knowedgerepresentation can bethoughtof as similar in anumber of ways, and
perhapseven the same in others. Recognizing thisfrom the outset starts usalongthe pah
of unifyingthe use of languaye specifically and thinking generally into a more synthetic
and hdpful whole. Further, there mug then be an examinaion of the environmentsin
which we employ language We engagein conveasations arguments, discussions
dialogues, read and write pgpers, etc. in an effort to share knowedgeand undestanding,
yet we tend to do so with such fluency tha we are not always aware (depending onthe
hopel for outcome of this knowedgesharing) tha there is an implicit linguistic, and
therefore cognitive, collaboration going on. Wha immediately followsis an oveview of

important similarities between the ways we think aboutcognition and the ways we think

aboutlanguaye
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Memory and LanguageNetworks

The parallels between the structures of our cognitive systems and our language are
many. Amongthemos important isin oneof theways we choo® to describelongterm
memory. Reisberg (2006, surveys a number of assodative theories of thelongterm
memory system. Chief anongthese istheidea of anework of memory nodes, each linked
by assodationswith other nodes. The concept of anodeas a piece of information within
thelarger network evolvesto indudetheideaof propostions the smallest verifiable
truths/untruthstha can be congruced or housd in our memory. The premise of the
assod ative nework theory is tha these bits of information, nodes, are connected via
retrieval paths andthat it is these connestionsbthe strength or weakness of them, the
number of retrieval pahs etc. Btha comprise ourlongterm memory and make it possible
to use (asknowledge our stored memories. Theresult of these connectionsis a sort of
propostiond nework, where more complex ideas Brelationships between and among
nodes, really Bmight define broader concepts or scenaios or where therelationships
mightmod easily be consdered or manipulated.

It isnotaparticularly chdlengingintellectud leap to begin thinking aboutthis
conaeption of assodated memory and knowledgestructuresin lingustic terms. We might
easily recognized tha nodes, for example, which can be described aslocal representations
of information, are somewhat akin to smple words aword, like anode represents a
paticular set of information abouta particular object or conaept. It is difficult to
undestand what being a memory nodeentails, | think, or how it comes to contain the

informationit does, but certainly not any more difficult than to unde'stand how asingle
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word comes to hold so much or such varied information within it. In both cases, however,
itisclear tha thereisagreat deal represented by arelatively small piece of memory (a
nodg, andtha it ismore or less the same for asmall piece of language (aword). The
power of the nodes and wordsresidesin thar ability to efficiently hold atremendous
amountof information as &hunk<of represented knowledge These chunksbecome even
more powerful when combined to form cognitive propostions or linguistic sentences. Here
agan thelongterm memory/languaye paralel constructionis quite self-evident. As nodes
are combined into propostions which describetherelationships of thesmaller pieces of
information, so words are combined into sentences. Throughsentences, agency or context
can bedescribed, as can subjects or objects, in a nework of languaye structures B
sentences, paragraphs books etc. These propostions Gpread,Ojust as activation spreads
in memory assodations so tha a nework of languege knowledgemight beimagined that
paallels the memory networks tha are bdieved to comprise our memory system. Itisasif
our longterm memory network, which exists within our mind as the embodiment of all

that we know in terms of knowledge also exists outside of us (beween people, tha is) in
theform of alanguage network. It is anework we can project throughwriting or speaking,
and onewhich we can access or receive by reading or listening. In clarifying the structure
of this paralel, we might congder that we can combinewordsinto sentences into
paragraphs etc. in the same way we can encodenaodes, propostions episode etc.,
recognizing that as aresult we can at oncee possess knowledgeand communicate or receive

it.
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Connectionism and Shared Meaning

Thehighlevel of locally represented knowledgein even a propostiond nework,
and thelimits of such localization, leaves open thepossibility of a more complex network
comprised of distributed representations This type of connectionist system, as described in
Reisberg (2006, does notalow for paticular information to be represented by a particular
node Rather, an idea or a concept isthoughtof as an assodation, where the sum of the
activation of anumber of nodes gives rise to thememory or ideatha is being accessed. In
this system, no meaning or interpretation can beassigned to a single node rather the
meaning resides in the patern of activation of a number of nodes. Theidea of paralel
processing is a key component to this nework theory, andin thisway it differsfromthe
more linear layout of a propostiond nework. Still, thetheory is compatible with an
important premise of thelinguistic-cognitive paralel. Smaller pieces of information are
hdd within thenodes (whaever tha amountof informationis), andit isthroughthe
relationships of these bits of information that meaning becomes available. Thepaalel
between this nework and thelanguaye network proposd aboveremainsintact, andin fact
may even be strengthened by theidea of connectionism. For the parallel distributed
processing required of aconnectionist nework, and the manne in which different pieces
of information are processed in parallel and emerge smultaneoudy (multiple condraint
satisfaction), seems in some ways more representative of theway in which alingustic
propostion (a sentence, for example) mightbe employed. Thesingle word gives some
local representation of information per se. Yet it isthroughits assodations which are at
first distributed fairly broadly (theboy, at first, represents all possible notionsof aboy),

tha the particular meaning emerges andis focused. This hgoppensviathe addition of other
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words (perhgps adjectives) or throughcontext, butin theend abroadly distributed notionis
pared down to its particular meaning Pat that particular moment Bby the consderation of
all thewordsin the sentence at the same time. For this to work aswell asit does, it seems,
al theinformation available in any word at any given time mug bethoughtto be available
intheabdract. Agan, it isin the puting togeher of all theideas Bthebdance point related
to smultaneousmultiple condraint satisfaction (Reisberg, 2006 Btha the meaning of the

whole, and therefore also of the component parts, emerges.

Recognition and Description

While the network paralels at the highest levels of cognition and language are
evident and important to my examindion, it is a'so worth noting foundadiond similarities.
First istheidea of feature nets in recognition (Selfridge 1959, as cited in Reisberg). The
feature net concept describes a series of detectorsworking in paralld to identify
recognizably basic units of shape direction, etc. In this net, feature detectors allow for
letter detectorsto beactivated, which in turn pemit wordsto berecognized. Similarly, a
feature net building onthe premise of geons(Biederman, 1985 as cited in Reisberg)
suppots therecognition of viewed objects, and it appears that the systems of recognition
across the senses might be thoughtof in thesame way. The smallest possible recognizable
components (very atomic, in an andent Greek sense) of theitemsin theworld with which
we are interacting stimulate these receptors or detectors, and these in turn begin to build
from these bits theworld as we experience it.

For languaye, the same sort of net mightbeconsdered, and in fact is strikingly

similar when consdered schematically. Building on phonenes, tiny units of sound,spoken
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languaye yields morphames, tiny units of meaning or fundion, which in turn may be
synthesized into words Thewords of course, are combined into words, phrases,
paragraphsor books so tha avery few soundsbperhgps40 or so Bmightbebuilt into
magnificently complex and ranging descriptions This linguistic net does notrecognize
stimuli per se, rather it creates them. Y et the premise of meaningless pieces of information
(the soundsdon®mean anything themselves, any more than thediagona piece of linethat
is pat of the Letter ONOdoes) being assembled into something that has meaningis the
same in eithe case. On theonehand, in recognttion nets theinformation comes to us
throughour senses, is detected at thelevels of the smallest components, and meaningis
created. On theother hand, vialanguaye we seem capable of taking basic components and
combining them systematically into larger, conveyable meanings It isinteresting to note
that those meanings in being conveyed, are backagedOin such away tha thefeature nets
of othersBbethey in reading our written words or hearing our spoken ones Bare able to
Qun-packageOand reassemble them into meaningsof their own. Thiswill provean
important notion later onin this paper.

Related to these nets are two important premises which we should further consder
in exploring parallelsin language and in cognition. Thefirst of these, also referred to
above istheidea of paale processing (Riesberg, 2006. Individud detectors, as
described, do notfundionlinearly, nordo individual phonenes or morphames. Rather they
are detected fromthar particular stimulant as it exists (recognition) or selected to indue
stimulation as we would like it to exist (language), and theinformationis either built upon
or eliminated from potential synthesis at the next level of detection. As at all levels of

cognition, there are inhibiting forces that perhgpsdirect the development of activation
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towardsthe mog postive outcome (arecognition, for example, which is statistically most
likely to lead to success). In thisway, the strength of the base components, ther
knowledgedabouttheinformation they represent, cannotbethoughtof as residing within
them at thelocal level. Rather, there isadistributed knowledgeacross theentire ne, jud as
thereisin theconnectionist conception of the memory network noted above This means
tha the effectiveness of thene Btha is, the usefulness of the meaning it pemitsusbis
contained notwithin individud components, be they morphemes or features, butrather
acrosstheentire ne itself. Asaresult of this, it appears tha an infinite number of
recognition possibilities may be anticipated fromonly arelatively few basic components.
These nes, moreover, thoughfundioning in avirtudly limitless domain of possibilities,
can work efficiently and quickly. This sort of processing, with meaning distributed across
theentire system, exists both in languaye and in cognition, and the flexibility and fluidity it
offersistruly amazing.

A further key premise, and onewhich mug benoted, isin theway in which our
cognitive abilities and our languae abilities both rely onthelarger framework of top-
down or conaept-driven processing (Reisberg, 2006). In either case, such forces as context,
expectation (priming, for example), assumptions etc. are at work in hdping these nesto
arrive at themod correct conduson (recognition) or at themos precise intended meaning
(languaye). Again, theefficiency of the systems can be at the expense of some accuracy,
butthe mistakes are fairly predictable and systematic. In geneal, though,theinformation
with which we are working either lingustically or cognitively is patialy derived from
sources outside the net specificaly. Thisis a premise worthy of in-depth study in itsown

right (and oneof great interest to me), butfor the purposes of this pgper itssmple
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existence is mog crudal. In recognition or expression, we are building from small to bigin
seeking meaning, but some Bperhaps more than we know B of tha meaningislocked upin
therelationdhip beween theinformation and ourseves. Tha meaning, itisclear, has as
much to dowith ussubjectively asit does with theinformation we are receiving
objectively.

An undelying implication of these parallels involves assessing the extent to which
thesimilarities discussed mightindicate more than ssimple parallelism. At wha paint, in
other words, mightwe begin to think aboutthese networks of information ® morphemes,
words etc. onthe onehand; features or forms, nodes or propostionsontheother Bas
being pat of amuch larger and inter-related network of knowledge In broad terms, this
might ssmply bethoughtof astheworkingsof themind in general. Still, itisintrigungto
consde thewaysin which we are condantly packaging informationinterndly and
cognitively (encoding, labding, propostioning, rehearsing, etc.), butat the same time
capable of building or condructing information (words, descriptions discussiong for
externd projected or receptive lingustic use. Discerning thelinebetween thetwo tasksis
tricky, but thehighlevel of parallelism between our linguistic skills and our cognitive
skills mightlead usto suppo® tha they are extensonsof oneanother, rather than discrete

systems. This premiseis crudally important for the modd | will later be proposng.
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Saying, Seeing and Knowing, or Getting the Picture

UNDERSTANDING is SEEING
Q see wha you are saying, butit looks different from my point of view.O

Point it outto me agan. Fromwhere |®n standing, it just does notlook

. thatway.O N

Q.ook why can@you focuson this? It couldn®bemore clear or more

__ indghtful.O )

Qt@ still alittle murky, but | get the picture.O

This cognitive-linguistic parallel is crudal because it is a stepping-off point for

consdeing tha highe or richer thinking may be somewhat akin to more complex or
richer use of language It proposs, tha is, tha more chdlenging levels of thinking may
have some of the same attributes or problems, or require some of the same strategies for
use, that our moreinteresting uses of languaye do. In thinking terms, this means
consdeation for conaeptud abgraction and connection-making, while in linguistic terms,
| would argue this meansthe use of metaphor(or metaphoiic techniques Bandogy,
metonyrmy, personification, etc.). This connection at the high endsOof languaye and
cognition hdpsset thefirst foundaionsfor themodd | will eventudly propos, butit
gives way to another set of topics that mug first beexplored. First amongthese isthe
prevalence of wha Lakoff and Johnon (1980)call metaphoric entailment (the specific
visud deails portrayed by all words, butespecially of wordsor phrases being used
metaphoiically) in our spesking and thinking. We convase and think relatively freely and
confidently aboutbroad abdract topics, and we do so often enoughto expect tha the
generaizationswe make will be contextudized sensbly. Thereis, however, more to what

we are saying than may meet the eye, and we shoud recognize tha there are hints of our

undestanding in the detail s (entailments) of howwe are looking at the concepts. We are
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engaged, that is, in expressing a specific representation of a piece of information visudly.
Certainly, theissue of knowedgerepresentation throughlinguistic labding mightbe
congdered fairly smple for conaete, relatively non-complex objects such as chars
(Plato® desire to discover GormsOaside). Condderation, however, of how visud memory
or knowedgemight parallel or overlap with lingusstic labdingis significantly more
problematic for larger, more complex or abgract concepts. How might an office for
example, which has countess objectsin it, or love which is multi-faceted, be conaeptudly
represented in our thinking or fully expressed in our spesking? Further, how do thetwo
types of representation Blabding onthe onehand, visud representation onthe other
suppot or enhance each othe? Lastly, how dowe navigae the different types of
representation in our efforts to come to unde'stand some of themore difficult of the
conapts we seek to examinein athinking or alearning sense?

That thereisacritical correlation between our effective use of language and our
convenient ability to labd complex ideas or experiences with jug oneor afew wordsba
highly efficient variation of memory chunking B has tremendousimplicationsfor our
highe thinking. Aslinguistic creatures (Reisberg, 2006, we use our languaeto convey
the subtleties of ourthoughs to oneanother, and we are able to do so with a richness of
expression tha virtudly defies characterization. So much of wha we say, however, is|eft
to theinterpretation of thehearer or reader, andit is evident in jus amoment®
consderation aboutit, tha even the mog precise word choices leave something of a
penumbra of meaning surrounding them. Thisisnot at all to say tha ourthoughs, as
conveyed by thewordswe choog, are completely open to interpretation. Indeed, both by

the precision of our choices and by the mannea in which we combine our choices into more
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complex units of information (sentences, paragraphsand thelike), we dowell to portray
with relatively high accuracy the details of our thinking. However, there are embedded in
our speech paternsvisud deails of our thinking that tranamit important subtieties of
which we might beunaware, or which we did nat, perhgps intend at all. Thisallows us
tremendousrichness of expression, of course, butit also meanstha some of what we are
sayingis notexplicit in an undestanding sense. It isleft to be QunpackagedOby alistener.
Managing wha isimplicit in our expression, then, might bethough of as an extremely
important element of theconveyance of ourideas. It mightfurther be said tha managing
theimplicit subtieties of what othe's are saying to usis of equd importancein an
undestanding sense. For somewhere between two speskers, wrapped up in theimplicit
metaphoric details of wha is being spoken, is a collaboratively new meaning for the object
of the discussion. Folding this new meaninginto our own, and in a usable way moving
forward, will have much to do with theway we come to know wha it is we have been
speaking about

Of these last few points, it is hdpful to congder the specific impact tha
recognizing implicit detail Bpoaly or well Bhas on our undestanding of complex
conaepts. For in doing so, we mug patially accept, | think, tha we may betalking as
much aboutcondructing meaning as aboutundestandingit. It is, of course, difficult to
ascertain whether therichness of our hidden metaphoric languageis theresult of our
language representing our knowledge or of our knowledgecreating our languae. It is
likely notan either/or propostion, for sure, and it is probably notatopic | am fully
prepared to urravel in my inexperience. Still, recognizing the vast amountof metaphaic

detail implicit in our attempts to deal cognitively with complex abdractionswill hdp usto
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see tha we are not always saying exactly wha we mean. It also opensthedoorto the
possibility that we don®know, fully, exactly what we mean, in that there are details we
have cast outfor congderation tha are open to interpretation. In those deails, new
meaningsand undestandingslikely arise, new pictures (so to speak) tha mug somehow

be synthesized and assimilated into those we had previoudy.

Visual K nowledgeand OLinguisticOK nowledge, or Converging Paths

PROBLEM SOLVINGisasLABYRINTH
Q thoughtl had the answer, but it turned outto bea dead end.O

Orhereis amaze of possibil ities here, and many twists andturnsto befaced

. in solving the problem.O B

O'hestudent tried to unravel the mystery, butshehadn®a clue' how best to

. proceed.O

@Perhgpswe can doubke-badk and figure out where we took thewrong

path.O
Aninteresting asideto al of thisisthecomparison of theroles in cognition of

linguistic knowledgeand visud knowledge Aswe know, some pieces of information are
storable and retrievable in ways tha arerelated to language Labds, exemplars, proto-
types, categories and so onrely onthe ability of many concepts to be encoded via
linguistic labds. While this soundsin some ways simple enough(i.e. al or mog of the
information we know aboutbirdsin general can beaccessed viathelabd bird), the
complexity and variety of ways in which we do so is anything but smple. How tha

informationis hdd within thelabd or category, wha the particular characteristics are that

place it within theright category, and the extent to which we can extrapolate specifics from

! Aninteresting example of an implicit metaphor that has been deeply embedded within the etymologies of
thewords: Thewords unravel and clue (from middle English Bbolt of yarn) are reminiscent of the classical
myth of Theseus, the Minotaur and the Labyrinth.
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genedlities (and the other way around all point to theflexibility and overlap of our use of
language with our use of memory or knowedge The picture, however, is made more
complex till by therecognition tha many of these labds aso elicit mental visud images
(or auditory or olfactory ones, for tha matter). It can berightly said, therefore, that much
of theinformation with which we dedl is available to usin multiple formats of
representation. We can often describe an object linguistically, while at the same time
forming amental representation of howit mightlook, smell, taste or feel. This memory
dudity, whereit exists, is powerful in wha it means for undestanding. For while we may
be better off in applying labds to complex scenes or concepts Bas afundion of efficient
chunking B4till there are characteristics of theinformation that may be better or more
clearly undestood via an image of the information (Paivio and Csapo, 1969,as cited in
Reisberg). We ben€fit, in theend, from being often able to choos theformat or
representation that best suits theimmediate need, so much so that our vacillation between
thetwo isvirtudly seamless.

However, there are some labds that have meaning abgractly, but which partialy
resist linguistic explandion or definition, and wholly defy visudization. Thoughdefinable
to a certain extent (loven. 1. QAn intense affection for another personthat is based on
familial or persond ties.Q, our facility with the actud meaning of these Dwhat thelabd
love entail s and encompasses Bis somewha more difficult. For such conapts, thelabd is
powerful (holdslots of information), butinefficient (does not easily reveal specific
meaning). Further, it evokes no specific visud knowledge other than what can be pieced
togaher from experience or by metaphor. Intheend, we al have an undestanding of what

loveis, and of what love means Because we are not really capable of packaging the
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information sengbly, however, this conaept remainsonly vagudy definable. Inits
abdraction, it can nather belabded precisely with aword, nor cognitively represented by

avisud image

Metaphor and ItsImportance to Cognition BParallelsand Crossover

(Each thingis asit appears to me, andis to you asit appears to youO~Plato, Theagetus

In atruly breathtaking synthesis of philosophy,cognitive science and linguistics,
George L akoff and Mark Johnon (1980, consdering metaphor as acrossover between
linguistics and cognition, arrive at quite interesting condusonsrelated to thepaallels|
have been examining. Thoughthey do not specifically address the similaritiesin our
conaeptionsof languaye and cognition, thar theories about metaphor and about
embodiment within metapha's are powerful reminders of thehigh level of integration
between languaye and thought Certainly the paralels| have explained are not paticularly
earth-shattering in ther structure. Thereisnot muah in cregtion, after al, tha could not
righty besaid to build larger wholes from smaller, smpler components. But it has not
been my purpo< to systematically compare the actud systems of languaye and cognition.
Rather my attempt has been to show tha our conaeptionsof thetwo are smilar and
paalld, tha we describe either very much in terms of the other, and tha this coherence
can beof hdptous

While metaphor has often been consdered afigurative or literary device (Rohrer,
200J), Lakoff and John®n arguetha it isamore cruda component of cognitionthan has

been suppo®d. With systematic examples, they show how metaphorhas been intringcally
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woven into our everyday speech and thinking, and how, as aresult, we have been
empowered (empowered ourselvesE) to deal effectively with broad and elaborate
abdractions The conaeptual metaphorhypothesis and the related embodiment hypothesis
(Lakoff and John®on, 1980 chdlengedirectly theview of language as aliteral purveyor of
meaning (Rohrer, 2001) Thefirst proposes tha metaphorno longe bethoughtof inits
traditiond role as indirect GenricherOof meaning. Rather, thetheory argues, metaphois Dor
wha Lakoff and Johnon call conceptud metaphors Bprovidefor us systematic and related
meaning that is so enmeshed in our thinking and speaking as to be almog un-discernable.
The embodiment hypothesis further contendsthat these systematic conaeptions often draw
onthebodyor onphyscal/spatia relationshipsfor reference, meaning tha there is some
directiondity or orientationto our metaphoiic systems. As aresult we come to undestand
much of wha we deal with abgractly only viametaphoiic systems, relationshipsand
coheence:

(Et hereisdirectiondity in metaphor, tha is, we undeastand one
conaept only in terms of another. Specifically, we tend to structure the
less conaete and inheently vague conaepts (like those for emotiong in
terms of more conaete conaepts, which are more clearly ddinested in
our experience.O(L akoff and Johnn, 198Q p. 112)

While the notion, once set forth by them and suppoted by innumerable examples,
seems complex and does have some complex philosophic implications thebasic premiseis
remarkably simple. It asserts tha to undestand an abgraction such as argunment, we must
give it some cognitive subgance. We do thisin a number of ways and viaa number of

conceptud metaphors, thoughwe do notovertly or explicitly choos to do so. We might
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note from our use of languaye, for example, tha we have a sense of the meaning of
argunent or discussion patialy from ther conceptudly metaphoiic relationship to our
notion of ajoumney (the metaphor ARGUMENT isa JOURNEY):

Thisisaroundabouargument.
Sofar, we have not covered much groundin this discussion.

We might further nate tha we also assign some meaning to the conaepts of argunrent or
discussion by relating them metaphoricaly to our conaeption of a building (the metaphor
ARGUMENT isaBUILDING):

This argument has no framework, and it lacks a solid foundaton.
In writing your pgoer, condruct a coheent argument.

Lastly, we could recognize that some portion of our undestanding has been evolved from
thinking of argunent or discussion asif a container of some sort (the metaphor
ARGUMENT isa CONTAINER):

Y ou have theright ideas in your argunment, butit is still nottrangarent.
The contents of your argument are weak, and there are a nunber of holesin wha

you are saying.

These metaphoric representations which definethe relatively abgract term
argurrent in terms of a number of conaete conaepts Bcontainer, joumey, building, war B
do not give usa single coheent picture of the concept argument, any more than the
linguistic labd argunent does. However, the various entailments (pieces or details of the
individud metaphors), and theways in which they overlap and interrelate, do offer usa
number of different conarete perspectives of the abstract conagpt argunent. We may note

tha our undestanding of argunent isintimately related to our experience with the
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conaete definers, and therefore tha our undestanding of the meaning (rather than the
definition) of argunent is somewha as we perceive it (Lakoff and Johnon, 1980.

Because so much of our experience is necessarily involved in dealing with
elaborate abdractions ourintuitive use of metapha systems makes it possible for usto
undestand many different characteristics of the concepts we seek to undestand. In looking
at the conaept love, for example, we can easily see that to undestand so complex and
multi-faceted an idea, we are required to employ multiple different metaphors. To utter the
phrase, Q.ook howfar we@e comeOto my wife, | must have some notion of LOVE asa
JOURNEY.. In thedays when we were just daing, | might have said (Bhedrives me crazyO
(LOVE isMADNESS), or felt GdlectricityOor GattractionObetween us(LOVE isa
PHY SICAL FORCE). Perhapsshewould have said tha | was GharmingO(LOVE is
MAGIC). There could be phrases of war, in lovegonewrong, or referencesto loveas a
paient (a healthy marriage, for example, or getting badk on our feet). In theend, noneof
these can of themselves hdp usto definelove rather they can hdp usto have asengble
conaption of the characteristics of love There may well be some core essence of wha itis
to love butthis cannotreally beknown to usbecause of the rangeof experiences we have
with the concept. The conceptud metapha system surrounding love does, however, permit
usto examinethe aspects of it, by hdpingto create some cohaence to the concept. The
abdract, in thisway, is made somewhat conaete to us(Lakoff and Johnon, 198Q page
108).

Thefallout of thisway of conceiving theworld in terms of interrelated metaphors
istha we gain access to arangeof human experiences, which in turn we can definein

terms of others. There are, accordingto Lakoff and John®n, a number of experiential and
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naural domains Prime examples are our bodes (theway we are oriented and move
ourselves) and our interactionswith other people and with objects. In looking at the kind of
abdractionstha are likely to be described by conceptud metaphorbtime, love happiness,
ideas, emotions morality, etc. BPwe can see that they could not possibly beeffectively
ddineated or labded per se, butrather tha they require more conaete definers. These, in
turn, often are drawn from naural (but more conaete) domeinsthemselves Bcontainers,
orientations food buildings etc. Pmeaning tha in theend thenaural experiential world is
being described and conceived by us as aresult of therelationshipsit containg AND asa
result of our relationdhip to it. Theresult isa sort of experiential gestalt (Lakoff and
Johnon, 1980,p. 119, alevel of meaning that is pervasive across multiple domainsand
multiple experiences. It isaso alevel of meaning that is highly reliant uponour interaction
withit.

Before moving onto thear discussion of theimplicationsof thar theory of
metaphors (alook at objectivism versus subjectivism, which is extremely relevant to this
paper), Lakoff and Johnn observe acrudal ability of these metaphor systems to create a
certain level of meaning, rather than smply to ddineate it. Ther example of aforeign
student@ misuse (or perhgps better use!) of a chemical metaphor, where solution (asin the
QGolution of my problemsQ) was misinterpreted to mean something into which problems
might bedissolved chemically, raises an interesting and important component of the
metaphortheory. Metaphor, they argue can create certain or even new levels of meaning,
precisely because of theway in which we mug interact with them:

Orheideatha metapha isjus a matter of languaye and can at best only

describeredity stemsfromtheview tha what isreal iswholly externd to,

and indgpendent of, how human bengsconcaeptudize theworld Dasif the
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study of reality were jud the study of the physcal world. Such aview of
reality Dso-called objective reality Bleaves out human aspects of redlity, in
paticular thereal perceptions conceptudizations motivations and actions
tha conditute mog of wha we experience. But the human aspects of redlity
are wha matter mogt to usO(L akoff and Johnson, 1980,p. 146)

Thisidea of an in-objective but notwholly subjective view of redlity, which Lakoff
and Johnon call experientidist, represents the culmination of the theory of metaphor, and
itisinfact a the heart of theargument of this pgper. For this expeientiaist view is
reminiscent of thebottom-up or top-down comporents of linguistic and cognitive systems
or networks. Thoughmore sengbly described in metaphoric terms such as here-there or
there-here, still theresult isthe same. For themos important, complex and elaborate
conaepts in our existence, we notonly come to know them by the way we speak about
them (metaphorically), but we also speak aboutthem in such away that meaning might be
created (individudly). What isthoughtof as traditiondly linguistic, the metaphor, turnsout

to beinheently cognitive. It is an extraordinary crossover from onepaalle to another.

The Metaphor of Cognition and Language

Themannea in which this crossover might actudly exist and berepresentative of
some essentia truth aboutlanguage or cognitive systemsis difficult to say. | would argue
though,tha our need to describe theonein terms of the other is notsimply aresult of thar
being subsdiary components of thelarger system of the mind. While thismay beto a
certain extent the case, might thesmilarities, the cohaence and appaent paralelsin our
conaeptionsof thetwo betheresult of our metaphoric treatment of these systems of the

mind?While language may nat be conaetein toto, till it can be examined, manipulated,
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changdl, etc. asif aphyscal subgance. While there may be systematic similarities
between our use of language and our use of memory or paception, might we have come to
undestand the oneonly in terms of the other, asif by creating and developing the
metaphorMEMORY SY STEMS are LANGUAGE SY STEMS? The actud metaphors
would more likely be somethinglike A NODE isaWORD, A PROPOSITION isa
SENTENCE, PROPOSITIONS ARE IN SENTENCES (container metaphor), IDEAS are
in PARAGRAPHS (container metapha). Building uponthese, it seems possible that our
conazption of cognition, which we cannotconaetely examine or represent, derives
patially from our undestanding of languaye, which can berepresented conaetely.
Certainly, we have all congdered from time to time the MIND isa COMPUTER metaphor
(which, by theway, also implies another languayeE) , and a cadre of computer terms P
mapping, hard-wired, network fundions etc. Bhave arisen from the comparison. But the
computer metaphor, while perhgps extremely effective, can only bethoughtof as a new
component of conceptud mind metaphors. Certainly, we have assimilated the metaphor
into our growing undestanding of cognition, and perhapsthis metaphor (like the chemical
solution oneabove has started to create meaning for us but the MIND isa COMPUTER
conapt is new and its coheence with other metaphors still developing. Other mind
metaphors have hdped usto earn a conaeption of thinking tha istangibly sensble to us

THE THINKING MIND isaBUILDING

Thelights are on, but nobody@ hone.
THE THINKING MIND isaTOOL

He@ pretty sharp. Hismindis a steel trap. He@ just wired tha way.
THE THINKING MIND isaPHY SICAL FORCE

Wha abrightand engaging scholar.
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THE THINKING MIND isaCONTAINER
| can@get it out of my head. My brainisfull.
THE THINKING MIND isaMAP or JOURNEY

My mindisradng. Thinkit throughto theend. Retrieval pathsare strong
memory connetions

THE THINKING MIND isa SEEING PERSON

| turn my attentionto it.
Let@ focuson theconaspt.

These examples and others have coheaence, when thoughtof as representative of the
variousaspects of themind, and they do hdp usto think more conaetely aboutour
elaborate systems of cognition. Y et there is something about the language metaphor that
seems more essential and more fundamental .

It isnotentirely clear to me what all thedeails of this COGNITION is
LANGUAGE metaphormightbe nor am | certain tha wha | propos could even have
merit in the sense that it could fit neatly into Lakoff and Johnn® much more in depth
look at metaphorand meaning. Still, my origind intuition stays with me, and | am left
feeling tha we have to a certain extent structured our undestanding of the abgract mind
from our undestanding of somewha more tangible languaye Thisisnotto say tha we are
creating the systems themselves (tha would bealittle much), norisit to suggest tha our
undestanding istruein the objective sene. It isto propos, however, tha we have sought
meaning in some aspects of theworkingsof themind via our undestanding of language,
and tha the meaning, as we have experienced it, has as much to do with the actud truth of
themind as with our conaeption of it. It isto suggest, in theend and in an oddly
unientific way, tha it may bethemeaning of mind, rather than the definition of it, that

matters mod to usanyway. It isalso to suggest that the coheence of the MIND is
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LANGUAGE metaphormight strongly suppot thenotion of usng some specific processes

of thelatter to enhance our use of theformer.

Thinking and Relating in Metaphors, or Honing an Old Tool with a New One
INTELLECT isaCUTTING TOOL
(He has arather keen mind. She, ontheothe hand, is quite dull.O

Qwithouttoo much effort, asharp person will cut thatargunent to shredsO

QHisindsive comments revealed his ability to dissect the problem quickly.O

Q_et@ cut to the heart of the matter.O

With our use of language so neatly connected to our use of visud knowledge then,

some consderation for thedifferent ways we might speak to each other as teachers and
learners become somewha more important to consder. | turn to the phenomenon of
Methodobgical Belief, as described by Peter Elbow (1986)and then to the prindples of
DialogueProcess, as developad and articulated by William Isaacs (1999)and David Bohm
1989) In addition, | will offer some thoughs on the importance of creativity asa
component of visud knowledgerepresentation. | raise these issues for a nunmber of
reasons and in anticipation of pulling them together synthetically in Chgpter 3 of this
paper. Thoughthese elements are in some ways disparate and wholly discrete components
of avariety of thinking processes, it is my ultimate intention to show tha the elements of
high level, collaborative thinking, when taking place in atmospheaes of bdief and
creativity, can beemployed Beven fused Btogeher to maximize metaphoiic abgract
thinking. While some level of visud meaning might be generated by simple awareness of
thelinguistic-cognitive connectionslaid out above it is my hopeto build a more
systematic process throughwhich to examine metaphoic thinking and its implicit detail. In
thisregard, what followsis quite impartant, and | would push my reader to stay with me,

31



despite wha mightbeafeelingthat | have wandeed off track. It istheinduson of these
processes Dand some explanation of thethinking behind them Buponwhich my later
proposls will build, and withoutwhich whaever possible thinking outcomes would beleft

to chance.

Belief and Doubt asComponentsof a Methodology of Critical Thought

The chapter from Peter Elbow@ book Embracing Contraries (1986) entitled

Viethodobgical Doubing and Believing: Contrariesin InquiryQ is an extremely though-
provoking piece. It raises an interesting counter paint to thetraditiond view tha good
thinkingis at its core skeptical or doubing, by pointing out the possibility Bindeesd the
attractiveness b of approaching critical thinking from an initial platform of bdief. In
ddinedting the process or methodobgy of doing s0, he notes tha the skills of bdief and
doubtare in conflict Dopposte endsof the spectrum of thinking whose differences make
the circumstance of agreement arare and preciousoutcome of a shared thoughtprocess. As
his article develops though and hereveals the ddails of his methodobgy of bdief, the
two extremes seem lessin conflict, more subject to therelativism of perspective, andin
genea more undestandable as key, but perhgpsnot truly separable, components of the
larger skill of critical thinking. The metaphorfor meis a see-saw, alengthy plank of
critical thought with bdief in oneseat and doubtthe other, resting precipitoudy onthe
fulcrum of Qrustworthy knowledgeQ(Elbow, 1986. Either seat lacks form or fundion
withoutthe existence of the other end, and any QlideOtowardsthe soughtafter trusworthy
knowledgewill be completely uphil (so to speak) with the un-countered weight of one

seat or the other stuck ontheground
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Central to Elbow® essay is thenotion of Cassent,Othe point at which an effective
critical thinker engages fully in the methodobgy of bdief. While hetalks aboutassent in
terms of bdief, hedoes not acknowedgethe parallel moment of QlissentOthat precedes
doubt Thetwo are, in my opinion, really the same moment of decision, thoughcouded as
postive or negaive, depending onthe methodobgy to follow. Either way, it isin this
moment tha thebroad processes of doult and bdief, which seem at odds come somewhat
into line In aplatform of bdief (fairly hard to assume, it tursout) thelikelihoodof
Qritical successOPthe acquisition of a clear and undestandable picture of the problem,
issue, or conoept Bis heavily reliant uponthedispostiond skill of detachment, jud asin a
platform of doubt Belief or doubt, acceptance or denial, are at the outset and throughout
the process of critical thinking fundionsof the ability of athinker to sugpend some portion
of his or her involvement with or investment in thesubject at hand. Withoutthe
detachment, there can likely beno clarity, and withoutclarity the process of assessing
trusgworthy knowledgebthe stepping stoneto effective critical and creative thinking and
problem solving Bis entered into at the peril of thethinker. Given adispostiond
breakdown of similar indinaions(amotivationto have a goodthoughtor judgnent),
sengtivities (to doubtor bdieve, to assent or dissent, each implies an engagement in
thinking) and skill (detachment), what then differentiates bdief from doubtas a
methodobgy?

Thedeachment, it seems, is notthe same in both cases, but rather employed
differently depending on themethodobgy. In the methodobgy of doubt thereiswha |
would call bjective detachment,Oa separation throughwhich the essence, clarity or

potential truth of theissue before theobserver is not carefully consdered, because the Qun-
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truthOof it might more easily be discovered by testing it. Being objective in this sense may
be an effective step in seeking the truth of the matter, butit isjud aslikely to bean
impediment. It is clear, for example, tha theloudest and mog strident doubers are those
who disagree with apremise, asit is evident tha those who agree toorarely raise
legitimate objections Doubtyields more opportunities for truth (truth gleaned from un-
truth), butit does so by distancing itself from the object of consderation. This distance can
be hdpful and effective in sorting througha thoudht problem, and theimportance of
skeptical, doubftul thinking is well-established, especialy in areas where some truth might
actudly beunmvered. Certainly, it isthethinking habit of first choice for mog of us
mog of thetime. Natural (bdieversOare rare and often misundestood, but also often
admired. Still, it seems oddto seek a better undestanding of something by seeking
distance fromit.

At the other end of the teeter-totter, the detachment required in a methodobgy of
bdief iswhat | would term Gubjective detachment,Oa separation of the observer from his
or her own undestanding in congderation of other possible (trusworthy) postions
Because thethinker@ undestanding of theissueat hand is necessarily intertwined with his
or her own values, bdiefs and feelings this detachment is more difficult to engagein and
significantly more uncmfortable to suppot. In tha the distance puts thethinker GloserO
to the object of congderation, though it may also beamore sengble, more effective
method of undestanding. It does not, as Elbow points out, yield truth, rather it reveals
trusgworthy knowedge In doing so, however, it seems a more flexible and reflective
methodfor coming to undestand complex issues, paticularly those tha lack an abslute

answer.
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Somewhere between thetwo postionsof detachment is a methodobgy of thinking,
then, that incorporates both doubtand bdief. At the fulcrum (to return to my metaphor) of
thebdanceistrugworthy knowledge a broad understanding of a set of issues tha seeks
and requires some individud truths(or un-truths), but tha also accepts multiple
possibilities. Holding the bdanced postion, somewhere between doubtand bdief and
equdly seeking both produdively, is difficult and compds thinkers to flip back and forth
from oneto theother. They are notreally at odds though,if onecould imaginean
effective thinking postion of detachment somewhere in between thethinker andthe
premise (thefulcrum, agan), with each methodobgy Bbdief and doubtbattached to and
suppoting the other. A simple schematic for wha, given the ease with which thinkers
lapse into doubt is obvioudy far more complex.

Theanswer to thechdlengg it seemsto me, liesin David Perking)(2001)notion of
sodal thinking, as described in his article Orhe Social Side of ThinkingQ It is clear from
expeience that groupthinking (any groupwork, really) yields effective solutionsby
collecting disparate skills or abilitiesinto onefocused process. | would arguethat the
detachment baance point of a groupexercise, while significantly more complex (imaginea
see-saw with six seats), is also more open, more accommodaing to fluctuaionsof baance
(think abouttha same six-seater). In the end, the group thinking experience becomes a
process of supe-thinking, and is more effective because it promotes a supe-dispostion.
While it may be more difficult to pull group members away from doubtto a postion of
bdief, for example, it is also significantly more difficult for an individud to remain
entrenched a either extreme. Perkinssengbly points out wha can hgppen when the

baance of a group exercise becomes egregioudy destabilized (a Qlodrine Ofor example),
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but he points out, too, that such scenariosare not actudly thinking methodobges at al.
Rather, they are examples of nonthinking processes, where forces such as GuthorityO
have replaced GevidenceO(key to any definable thoughtprocess) in throwing the system
outof bdance. In the effective and bdanced thinking methodobgy of a group,thefulcrum
of trusgworthy knowledgemud be strongenoughto suppot thetensonsof multiple
perspectives Dsome formed of bdief, others of doubt, thebest of both Band tha strength
of undestanding is likely derived from the many perspectives from which it is comprised.
Interestingly, thoughhdpingto produdively bdance the methodobgies of bdief
and doubtinto onecohaent methodobgy of thinking, soda cognition does not necessarily
yield agroupoutcome. In fact, onae buffeted by al theforces at work within agroup,itis
jud aslikely tha an effective-thinking individud Bthe bendiciary of thebdanced supe-
dispostion of thegroupBwill synthesize dl those forces into asingle, connected
undestanding. Thepieces are set out by thegroup,buttheconnettions if they areto be
useful, mug bediscernable to theindvidud. For, an effective baanced thinking
methodobgy of agroup, as with tha of an indvidud, is notnecessarily aimed at an
ultimate truth. Rather, in that it draws from bdief and doubt it seeks and isbdanced on
the premise of trusworthy knowedge It isfor theindividud, beyondtha process, to
judgefor him or herself, to QveighCell the congderations to ponde (ultimately from the
Latin verb meaning to hang,weigh or assign valueto) the postion tha isto betaken. The
bdance of undestanding has been centered on ddinegting a picture of theissueor
problem. It isat some highe plane of thinking, | am guessing, that valueis deermined and

judgment made, or that thetopic at hand becomes contextudized and ussful.
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Considerationsin Creativity

A CREATIVE IDEA isaPLANT or FRUIT

Oro make progress here, wedl need to get thejuices flowing.O

Ohereare the seeds of agood ideahere Letting themincubate might help them
cometo fruition.O

O'his new approachis anoffshoot of more traditional way of doing things.O

OTheideas once plantedin her fertile mind, grew ard spread in her thoughts.O

While methodobgies of bdief or doubtmay bethoughtof asrelated to thecritical
pat of metaphoiic thinking, the expangve creative potential for thinking throughmetaphor
cannotbe short-changad. This may beeven more true when cregtivity is consdered asa
potential further strand in themetaphoiic languaye'cognition parallel. For much in the
same way that language and cognition spread and activate further linguistic and mental
connections so creativity is at its best and mog valuable when it is pushing for those types
of connections and forcing them into some sort of coherent unity. In linking separate
elementsinto an integrated and creatively novd whole, thereis arelationd processin
visud (metaphoric) compostiontha is somewha Cakin to the grammar of verba
sentencesO(John-Steiner, 1987). Creation typically involves a significant changein
perception or peaspective, and a certain trandormation of what was into wha mightbe
(Davis, 2004) It standsto reason, then, tha an ability to approach metaphoric thinking
creatively, which is al aboutperception and perspective, would bea hdpful tool in
unpaking the abgract knowledgerepresented by the metaphors we use.

For thisreason, thedispostions skills andtraits of creativity mus bethoughtof as
crudal elements notjud of our credtive selves B panters, inventors, muscians etc. Bbut
also as critical components of our thinking selves. Aristotle (as cited in Davis, 20049

beieved tha, Orhesoul never thinkswithoutmental pictures,Olinkingin saying so our
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perceptions(inpui), ourthoughs (cognition) and even our actions(output). In congdering
creativity, then, notas artistry but asintellect, theneed for it in thinking metaphoricaly
becomes quite compdling. How, if notthroughsome looseness or flexibility in perception,
could our undestanding of metaphorically represented abgraction changeor be
trandormed into highe or beter thinking?Moreover, how could truegenius where such
abdractionsare concerned, arise at all? Seeing thingsdifferently, having avision, ganing
an ingghtbthese and other phrases are theonewe use to describe a process of imaginaion
(picture-making, tha is) tha we recognize to be essentially visud in naure. Beethoven
was said to have possessed soundimages of form and color (Davis, 2004) Eminent
chemist Robat Woodwerd, who first QicturedOa doubke hdix of growth and
reprodudion, and was able to manipulate his mental image of it to geniuseffect (Davis,
2004) summed it up quite well: QAbsract] chemistry would not exist for me without the
physcal, tangible, visud, sensuousthings[l perceive.]OTha we should be pondeing not
jugt our use of metaphoras a thinking tool, in theend, butaso our highly creative use of
the metaphor as a thinking tool follows naturally. To think throughmetaphor, to visudize
abdraction and to manipulate and undestand it fluidly involves an ability to approach our
mental imagery creatively.

And yet, this consderation for creativity mug notbe an impediment for taking on
abdract metaphotic thinking in what we mightthink of as ordinay ways. Too often, the
less creative amongus stand asidein awe at what we think of as the unreachable crestivity
of truegenius We al possess more creativity than we suppo® (Nickerson, 1999, and owr
use of it need not be aimed always at sweeping crestive leaps Quite thecontrary. Beitin

daly problem-solving, dightadvancesin pa'sond perspective or in theempathy to
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imaginefully wha someoneelse is experiendng, the creative approach is a better and
more optimistic (and probably healthier) approach to living than our generally critical
sodety promotes. Even in working with metaphotic abdraction, it mus be seen as truetha
anything other than a creative approach, with all that entails, is basically an intellectud
dead end. It is notathinking (present participle, hgppening now and into thefuture) life,
butalife of thought(past participle, completed and unchanging act.). Harnessing the
power of the metaphors embedded in our language, and recognizing therelationship
between languaye, metaphoiic cognition and creativity, we have achance, 1@ argue to see
Band therefore to think Bat asignificantly highe level than we are accugomed to. It isan

oppotunity for the ordinary amongusto think and build meaning in extraordinary ways.

Dialogue and Dialogic Processes

(ialogueis aboutwha we value and how we defineit. It is about
discovering wha our true values are, aboutlooking beyondthe supeficia
and automatic answvers to our questions Dialogueis aboutexpanding our
capecity for attention, awareness and learning with and from each other. It is
aboutexploring thefrontiers of what it meansto be human, in relationship to
each other and to our world.O(Ellinor and Gerard, 1999

David Bohm (1989)says tha theword dialoguederives from the Greek dia+logos
meaning literally Qhroughmeaning,Oand that the process creates a flow of meaning
among and between group participants. In doing so, it seeks to move beyondindividud
undestanding and perspective to a place of collective meaning, to a place where implicit
meaning has been made explicit. As such, it mighteasily be contrasted with aterm such as
Qliscussion O(fromtheLatin, literally, to beat out), which implies the roughhandling,
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argumentative approach tha many of usemploy in environments of groupwork. The
process does this primarily througha subtie slowing down of individud thinking
processes, by asking participants to employ four key dialogic building blocks: sugpenson
of judgrnent; identification of assumption; akeying-in on perception; and an adheence to
inquiry and reflection. Theuse of these skillsis supported by the creation of an
GitmospheaicOcontainer of thinking tha enfoldsthe participants, ther thoughs and the
thoughs of thegroupinto onesyntheic thinking environment. This container is, in many
ways, aimed at promoting themog important dispostions(Tishman, 2007 of critical and
creating thinking, and especially at fosering cruda elements recognized by Elbow®
premise of bdief. Theprocessisnot, it isimportant to note, outcome oriented, butrather
Cafounddiond process leading directly to persond and organizationd transformationO
(Ellinor and Gerard, 1998.

My own first exposure to the concept of dialoguewas truly trandormative. The
premise Bthat there could be conversationsQithoutsides,Owhere true collaborative
learning and examination might thrive Bwas not an unconsdered onefor me. Even the
mog novice observer, whaever the circumstance, might generally assert tha collaboration
of effortsis better and more effective than singular or independent application. At the most
basic level it isthe old adagetha Qwo headsare better than ongOand at the most
advanoced threshold it is theidea of thethink tank. Our undestanding of it, 1@ argue
resides somewhere in our attraction to the basic mechanics of energy, effort and outcome,
and it isdifficult to think of too many progressive tasks tha are best donealone The
cona=pt, already familiar to me or to anyonethinking aboutit for amoment, tha sodal,

collaborative thinking would promote highlevel or even moral abdract thinking, has
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academic weight (for me, anyway). David Perkin® (2007), citing Vygotsky aongtheway
to arguing for theimpartance of sodal interaction in thinking, points out that, CEvery
fundionin[E] cultural development appears twice: first, onthesodal level, and later on
theindividud level. All the highe fundionsoriginate as actud relationsips between
individuds.OThisis, perhgps why so many andent cultures incorparate dialogueinto their
sodal processes, and why even today we continueto think of meetingsor other verbal
interactionsas key elements of ourwork. Andyet, asclear asit isthat this premiseis
fundamental and should work effectively, it isequally evident to anyonewho has been
frudrated by failed attempts at collaborative thinking tha somewhere between thetheory
and practice of sodal thinkingis avast wasteland of untapped and frudratingly nearby
potential (Isaacs, 1999.

At therootof the problem is thepractical reality that Gelf-reference, Othetendency
for peopleto interpret reality from ther own experiences and values, causes an
extraordinaily highlevel of assumption, advocacy and judgment, even in circumstances
where some shared vison mightbe articulated. Indviduds act and behave oneway onthe
surface, butthose behaviors are driven by abroad and uncon<iousset of ungoken
perhgos misundestood, likely unexamined Bbdiefs, habits and paterns In theend, the
hoped for dynamic of many thinkers acting as one collaborative, supe-dispostiond or
intellectudly networked groupyieldsto avirtudly garrisoned set of individud thoughs
and premises, theresult of which may even bethat thegroupisless powerful to moveto
highe undestanding than theindividud. Thisis somewha coungr-intuitive, butit
indicates that much of the @hinkingQgoing onin the group culture remainsimplicit and

therefore inaccessible (usless, redly) to theindividud.
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But dialogue an oppatunity for groupwork at its best and mog effective offers a
new way of approaching and looking a conaepts, a novd and trandormative perspective
that issurprisinginits simplicity. The process of dialogue in wha it seeksin collaborative
learning and examination andin what it devalues in immediate outcome, answers directly
and exquisitely thefailingsof collaborative learning as mog of usknow it in our daly
lives. Unlike mog groupwork, which is aimed at outcome, this process calls for closer and
more empahic listening; it promotes the setting aside (or at least the hdpful recognition
of) assumptionsand bdiefs; it pushes for the sugpension of judgnent, thedday of QrotingO
onthesubject at hand; it recognizes tha the abandonment, at least for a short peiod of
time, of our degpest bdiefs mightactudly lead to degper, more well-developed thoughs
down theroad,; it asserts tha thoughs are different from thinking; mog intriguingly, it
proposs tha the naure of thingsis best revealed (made explicit) by an undestanding of
theways in which they relate to each other andto thos consdering them. In theend, it
makes preeminent in thework of the groupthe concept of relationd thinking, amoveto
theintellectud middle groundof a meeting of mindsfrom theunhdpful and unprdudive
periphey. It remindsus in doing so, tha trueingght can only beearned by engagementin
aprocess of thinking, a process enfolding an entire sodal interaction Bthe paticipants, the
objects of examination and al therelationd spaces between Binto onesynergic
experience. Intheend, it isarelatively smple ides, the application of which has myriad
and complex potential outcomes. It is, to a certain extent, therealization of the many seated
teeter-totter andogy | madein the sectionsabove It isaso an entry, | propos, for working

more effectively with the metaphors of our thinking and undestanding.
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CHAPTER 3
Metaphor, Collaboration, Creativity, and Belief: Visual Dialogue

O don®knowwha | think until | seewha | said.O ~E. M. Forster

Teaching with Metaphor, or the Heart of the Matter

In recognizing the cohaence of our thinking and speaking in a knowedgesense,
especialy when tha knowledgeconaerns complex abdractions questionsof how best to
capitalize onthe connection educationdly then arise. Students working with chalenging
abdractions and adults hoping to teach them, realize early onin theteaching process tha
thetopics baeng examined are somewha elusve and open to many levels of interpretation.
Theattempt to view such conaepts as eduction, truth, tolerance, leadership, or others
objectively isdifficult for anumber of reasons nottheleast of which is tha the objects of
scrutiny are ssimply notobjects. Additiondly, such topics are mog likely to be broughtinto
some hdpful focusas aresult of thar absence; consider how relatively simpleit can beto
examine an act of dishonesty. In such cases, a natural secondlevel of abdraction Dabsence
DBisintrodued into thediscussion. Often, we may observe students reacting appropriately
to aparticular contextud scenaio, butthe chdlengeto discuss these abdractionswithout
immediate context DPwha we generally mean by leadership or truth, for example Bis, as

we know from experience, ovet and frudrating. It is also counter-produdive in many
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ways, and mos goodteachers would notin goodfaith embark onatypical teaching plan
with so little direct objective undestanding of the topic to be examined.

Andyet, there remain optimistic hopes at al levels of eductiontha these highe
elements Dthevirtues we@ like students to possess beyondther studies of history, math,
Latin et a. Bcan betaughteffectively and programmatically. Amongthese highe
elements are critical and creative thinking skills, strategies and dispostions Many of us
bdieve, | know, that to teach those curricular subjects withoutrigoroudy pursuing
examinaionsof the highe elementsisto only patially teach our charges. Questionsabout
the essential naure of conaepts such as truth, virtue or hgppiness are, of course, asold as
philosophyitself. Theanswersto thequestions however, have notreally emergedin a
practical or accessible way, it would seem, despite thelongstanding discussion. | do not
imaginetha to explore the nature of these thingsisthe same asindruding studentsin ther
importance. | do bdieve, however, tha to hdp students to get a better picture of the
conaeptsisacruda and missing step aongtheway first to better undestanding and later
to better practice. Moreover, | am jud aboutcertain that doing so in ways tha permit
students to create some of ther own meaning or understanding will lead to desper and
better ways of living and learning. | picture, and | choo thisword purposfully, a
teaching environment that builds on the metaphors we live by, in hopes tha they can
become the metaphors we will better learn and teach by.

| saacs(1999 excellent bookon dialogueand its prindples notes, in its very first
pages tha diadloguemay bethough of as the GipertureOthroughwhich sodal reality might
unfold. He means | think, precisely wha the word GipertureOmeans, namely an opening

throughwhich something Bundestanding, in this case Dmight pass. Thereisamore
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specialized meaning for theword, however, and it isfromthis tha my specific thoughs on
how better to examine abgraction emerge For theaperture | see isthe aperture of acamera
tha isagroupmind. Theopening| imagineis onethroughwhich passes thereflectionsof
theddails of the metaphors we perceive and therefore use subjectively all thetime to
examine otherwise un-viewable abgractions Theresultingimage| discern is a picture of
theabdraction, notonethat is entirely static (to moveallittle distance away fromthe phoo
andogy), butrather adepictiontha is changing as thelight entering changes angle, asthe
perspective of the seer isvaried. It isat onae focused enoughto beingected, and fluid
enoughto be congdered and reconsdered. Andin the same way tha even avalued static
picture changes meaning as the events changein their relevance over time (think of
photographsof your children, nowthat they are older), there mightbe, | imagine, emergent
meaningsin these metaphors tha we could employ to hdp guide usin our undestanding.
The concept itself soundsa bit abgract, | admit. But the possibility of workingwith high
level abdractionsprodudively and with clarity should be enticing to anyonewho has

struggled with such convesationsin the past.

Adapting Dialogueto the Purpose

Thetraditiond dialogueprocess buildson a variety of thinking skills and
dispostionsto compd theimplicit individud knowledgeof participants to emergeand
become explicit. Those who have enjoyed postive experiences with it undestand that a
sort of flow of meaning evolves during the process, onethat resultsin asort of collective
groupthoughthoveing somewhere in the middle of thecircle. My own experiences with

dialoguehave been trandormative (shgoe or pespective-changing, tha is) in this regard,
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and | propo% tha thereis a certain visud-ness to the process, despite its fundamentally
linguistic approach. | propo% tha the process, as| have known it, could be extremely
well-suited to working with metaphor. With jus avery few adjugments, in fact, the
dialoguecontainer mightbeturned into the groupcamera mentionad above | would call
this specialized type of dialoguevisud dialogueor ideologue(spydogueseemed jud a
little too gimmicky, thoughit certainly conveys the notion of close looking and gathering

information!).

Visual Dialogue or 1deologue

Metaphoric or visud dialogueisasyntheicaly visuo-linguistic process through
which a groupcan collaboratively depict and examine metaphotic abdraction, perhgosto
such an extent tha new meaningis condructed or emerges. By meaning, | do not suggest
therightor correct answer or interpretation of an abgract concept (an objective I T), rather
apluraly (WE, indead of 1) subjective meaning that is, as theresult of theforces tha
condructed it, more accessible and perhgpsclearer to paticipants. Ultimately, it ismy
hope the emergent meaning might also be more ussful in apractical sense.

Issacs (1999 uses the example of riding a bike to explain the difficult process of
dialogue, and the QacitOknowledgerequired of both tasks. The example is even better
suited as ajumping-off point to an explanaion of visud dialogue Isaacs points out that if
you were asked abouthowto rideabicycle youwould likely not start with the physical
laws of naure, norwith any reference to the prindples of gyroscopic motiontha pemit
you to baance ontwo wheals. Mog of us in fact, would smply indicate tha you get on,

bdance yourself somehow and begin to pedd. We know tacitly and naturally, however,
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that the pedding and the movement are somehow related to the bdance, and we know also
that with confidence therules of our badance (as defined by how often or how hard we fall)
might be stretched. We may even recognize that some bikers btrick riders or motocross
racers, for examples Bhave an appaent ability to sugpend or changetherules. Soit iswith
visud dialogueand metaphor. We know how to talk, thoughthere are a variety of waysto
do so, and we have some tacit undestanding of the premises uponwhich our thinking and
wordsare evolved. Getting paticipants in the dialogueto undestand the metaphoric
QulesOof our speaking, however, might hep usto move away fromthetraining whesd!
elements of our thinking aboutmeaning. It is hard, | suppog, to equae bike-riding and
thinkingfalking, in thisregard. At the same time, though,it seems pretty evident tha we
spend aboutthe same amountof time in each case consdering thetacit undepinningsof
the processes. As tacit literally meansungoken, 1@ point out, and as weQe connected
speaking to thinkingEt his would seem an unsatisfactory circumstance for any linguistic

process aimed at better abgract thinking.

The Process of Visual Dialogue, or Behold! Look!

While metaphortic thinking and speaking may be highly habitud, our sense of how
we do so well isanything but Culturally, we tend to lean towardsthecritical side of our
thinking, often (1 argu® because of agenera tendency to consder criticality as seriousand
produdive. For avisud dialogueto be successful, however, some of our critical
seriousessis necessarily to be set asdein favor of amore open, creative stance. Thereis
play, inthe sort of thinking we seek in visud dialogue and the mindsof participants need

to be primed appropriately. Both the Greeks and the Romanshad particular wordsto
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indicate what we today might think of as a mental channd-changing. Idou for the Greeks,
from theroot tha gives ussuch words as video and idea, meant something like GookQor
pehold@ both commands to imagine It precedes, for example, many of the parablesin the
Greek New Testament, asin Q.ook, there was a sower of seeds whoE ,Oandisacall to
recognize tha a chdlenging abdract conoept isto beandogically portrayed. Likewise for
the Romans, ecce, extrapolated fromthe prefix ex-, literally Gnovefromthis place,Owas a
signthat perspective or view needed changing. The start of thevisud dialoguerequires an
idou or ecce-type moment, onewhich clearly signalstha visionisto be activated, the
view tende to, and in ways tha are nat typical of our everyday thinking. Brief, 2-3 minute
creativity exerciseswill fundionwell in thisregard, and should be employed as a type of
check-in to the process of thevisud dialogue

Amongthe simplest of these sorts of creativity primers, but onethat is symbolically
relevant to thework to be undetaken by theparticipantsin avisud dialogue are See
Wha( There-type scribble exercises. In these, people are asked to GeeOpicturesin
relatively smple scribbles, andto fill in some of the details. The process of doing this well
involves moving the paper around,so tha the scribbles might be viewed from numerous
different parspectives. The exercise feels like something of a children@ game, which is
desirable in terms of setting an appropriate toneof exploration for the dialogueto come,
but the symbolic messagein wha it anticipaes for thegod of thedialoguebto envision
new pictures fromold or even indescribable ones Disfairly subgantial. The exercise may
take only a minute or two, but sharing theresults briefly as part of a check-in should hdp
to set thetoneof thecontainer. Participants may see, too, tha theexerciseisin itself an

andogyforthelarger visud dialogue a metaphoric tropefor making the absract concept
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of thedialoguemore accessible and ultimately more produdive for the participants as

learners and builders of meaning.

Defining the Container or Palette

Wha is called the container in dialoguerefers to the atmosgpheae in which
paticipantsinteract. The core requirements of thedialogic container relate modly to the
creation and suppot of a synthetic learning environment. It is meant to bea dower and
more reflective sharing of ideas, rather than the promotion of static thoughs or opinions
Beyondall elsg, it isaimed at removing what |ssacs (1999 calls the Qpathology of
certaintyOfromindividudsin the group, in favor of an open, unfolding of perspectives.
Elbow@ proposd methodobgy of bdief (1986 is an important element of thisidedl, in
that it proposes not thinking first of wha iswrongaboutwhat a paticipantis saying or
describing, butrather imagining what might be accurate, possible or trusworthy aboutit
(highemphasisontheex- in ecce, tha is). In visud didlogue of course, where expansve
visud thinking is especialy attractive as a starting point (because the topics with which it
might concern itself lack essential ddinegtion), there really can belittle roomwithin the
container for behaviors or dispostionstha are limiting. While we all have such behaviors,
andin fact struggle with them in more typica discussions to pe'mit them to intrudeupon
thedialogic containe Bvisud or otherwise Bis anahemato the process and an
impediment to creative flow.

Because thevisud dialogueis aimed at the emergence of metaphors throughthe
examination of the pictures they represent, then, it is hdpful to think of thecontainer as

more of a pdette or film. Theflow of meaning, tha is, isasort of mediumtha isbeng
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applied to avisud surface. Thisisnotto say tha thegroupis necessarily building details
onto the pictures of oneanother, thoughtha is an interesting way to think aboutit, too, and
it could hgppen. Still the collaborative ability to view (idou!) whaever the abgraction,
much in the same way that those introdudory scribbles were examined, requires something
more than jud the prope atmogpheae. For some this may mean such thingsas clogng eyes
for visudization. For others, there may be a need to doodke or map on pgper. For all,
however, the exercise needsto proceed at a ddiberate and reflective pace, onetha is
wholly different fromregular discussion. First, participants mug be encouraged to
approach thetopic from the perspective of learner and not authority. Only in this way will
collective meaning be built, as assumption and opinions(already formed thoughs) are
relegated to a seconday place in theinteraction. There is no need, really, to agree or
disagree to what isbeing said, and it isin fact unhépful to do so. Ingead, contributionsto
theflow may be better framed in visud terms, such as Q imaging Oor Q see.O

Onetrick in dialoguetha isaimed at pace may also be hdpful in reminding people
tha collective visionistheaim of the container or paette of thevisud dialogue Many
dialoguegroupsmake gooduse of atalking object, something tha isto beretrieved from
the center (or perhgpspassed aong) by a speaker, hdd while he or she speaks, and
returned at the condusion of the person® contributions For pace, thisis an excellent
device, asit does ow down the natural tendency to react immediately and without
reflectionto wha has been said. | have always felt, however, tha thereis significant
symbolic meaning to the object, too, and that @eturning to the centerOagain and again, as
if thefocal point of the dialogueactudly resides there, is an important conveyance of the

idea of thedialogue Partialy because | like thenation of such an object in atiming sense,
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and patialy because | recognize its potential symbolic value, | would suggest that an
object of seeingis a hdpful talking object. A magnifying glass, for example, might subtly
suggest close visud examination, while asmall kaleidoscope with its paternsof color and
shgpes, might assert the magnificent paternsof visua meaningstha can (and will
hopédully) emergefromvirtud flecks of thinking and imagining.

Ultimately, it is probably notreasonable to think that participantsin these sorts of
dialogues Bstudents in atypical classroomsetting, for example Bwill become expertsin
all of theprindples of dialogueor of its necessary container. These arelaid outin grest
detail in avariety of places, and in ways tha could beintimidating to novices or occasiond
practitiona’s. However, the basic premises Btha there be space for listening and learning,
that assumption should berecognized, that bdief can be starting a point, etc. Bwhile
suppotive of apotentialy very complex process, may be applied quite ordinarily so long
asthereis agreement in thegrouptha it should betha way. While some of these
behaviors arelacking in our daly lives and interactions it is oneof the peculiarly pleasing
(and produdive) elements of dialoguetha this container or paette, once set, is so
agreeable in alearning sense tha participants are naturally drawn to it. For me, it was this
changein approach tha was so trandormative in my dialogueexperience. | left al of my
earliest dialogueexperiences wondeing why things could not bemore essentialy dialogic
inmy daly interactions | foundit to be energizing and generative of optimism and
reflection, unlike many other interactions Participants, whatever thelevel of expertise or
experience, will find thesame, and bedrawn fluidly forward in away tha is exciting,

revealing and potentially degply meaningful to them and to the group
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Visual Assumption: Seeing and Believing

Like atypical dialogue which would be putinto motion by afacilitator, avisud
dialoguerequires tha amember of thegroupbegin by identifying theabdraction at hand b
eduation, for arelatively smple example. Following the guiddines for maintaining the
containe of thedialoguebagan, a pdette or afilm Bthegroupthen entersinto the
process. Unlike thetypical dialogueprocess, where thoughs and comments are aimed at
establishing athinking flow, this processis aimed at the creation of avisud or pictoria
flow, onetha permits the details of our mental images to be examined, questioned,
focused upon,and perhgpseven atered. The process might pass througha number of
phases, but it isimportant to recognize tha the phases are seconday to the process and
should not be condraining in any significantly noticeable way.

Thefacilitator in thisregard is quite important, and may need to play amore
significant role at the outset than istypical of many dialogues, where too much inpu isto
beavoided in favor of allowingtheflow of the dialogueto develop. A key elementisthe
assembling of the words or phrases with which the participants mightbe mog apt to
discuss theabdraction. A dialogueon eduationfinds in my experience, beginning
comments like: Educationisaright; | see eduction asafounddionfor yourlife;
Educaionisfilling upyour mind or you brain; Education is something tha cannotbe
taken away fromyou; Being educated is pat of becoming an adult. Related comments
emergeaswell: Learningis cramming facts into your head; Y ou cannotget enough
knowledge Learningis shaing; Thebrainislike ablank page or an empty container. The

mindis aterrible thing to waste. It is smple to get people talking aboutthe abgraction, and
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it is often clear at the outset tha participants have agoodsense of the conaept, thoughther
descriptionsmay seem vagueor even alittle surprising. It isin getting the paticipants to
congder ther descriptions however, that the dialoguecan begin to take off. For the
comments, thoughrevealing once examined, are mog often made more habitudly than
thoughtully. They also often madewithoutrecognition of the essential metaphotic or
visud qudity of thedescriptions

Writing down pieces of these comments, andin such away tha thegroupcan see
and return to them as they wish isimportant, thoudh the momentary permanence of doing
so grates alittle with the hope for fluidity of the process. Thelanguage, however, and
especialy theimportant details of thelanguage are a bit toofleeting, in thar habitua and
implicit naure, to beleft hangingintheair. It is hdpful to keep these first comments
attached to the dialogue even if at first they do notfully enter into it. Some may bemore
appropriate for another time, others may not become relevant to thegroupat al. Some,
however, will take on meaning for participants as the dialogueprogresses and the visud
flow establishesitself, becoming connected in ways tha could not have been anticipated.
Thewriting down of thewords (thoughl don®like the notion of requiring arecorder) is, in
fact, thevisud framing of thelanguage andit is helpful for it to betherefor al to see.

With such comments gathered, the process of unpaking the metaphoric qudity of
thelanguage can begin. Students are especially good at this, | imagine, because they are
often involved in looking at literary metaphorin other areas of therr education. Still, there
Isacommon sen<e to this part of the process that, once pointed out, tendsto movethis next
level of consderationforward quickly. To return to my origind example, the question,

simply, is something like: What do you really mean when you say (or see) tha educationis
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afoundadionfor your life? In experienced groups the question may notrequire an asker,
butwith students it probably will at first. Either way, the key metaphoric element, of
course, istheword foundaton, which spegks literal volumes aboutthevisud
representation of education as expressed by the person who made the comment. From this
point forward in the dialogue observationsaboutthe metaphor of education as a
founddion of alife tha is bangthoughtof as a building can bethefocus What does the
word foundaion entail, imply or represent? Wha does afounddion do?Who putsit there,
and who puts what goes ontop of thefounddion there?

Theanswersto the questionswill probably nat revea any truth per se, butthey
certainly reveal some level of wha we mightrecognize as theinternd trusgworthy
knowledgeof the participants on the subject of education. | don®know, for example,
whether or notthefounddion for askyscraper is different fromtha of aregular city
building. | have the sense from somewhere in my experience, however, tha buildinga
skyscraper involves pounding hugepolesinto thegroundfirst. | assume the poles are there
for stability, and that they will eventudly suppot some sort of level platform atop which to
build. | am no engineer, butl have some sense of wha tha sort of founddionisfor and
how it fundions | have agoodides, too, that thecinde blodks atop which sits my shed,
while materially different, are similar in fundion. Wha | may have no sense of, however,
istha if thefounddion metaphorof educationis prevalent in my speaking, it is probably
prevalent in my thinking too. Theimplicationsof this connestion, then, even if | don®
actudly have any expertise in theliteral picture (i.e. an actud founddion), are abundantly
clear and quite important to theway | perceive education and likewise with theway |

interact with it conagptudly. Theultimate trick of thedialogueis to start to reveal tha
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picture, in all itsvisud ddail, to ourselves and to others, in hopes tha the process of doing
so will clarify, alter, perhgoseven wholly remake the pictures in aknowledgesense.

In this phase, two competing cognitive elements might befoundto beat work, and
recognizing and dealing with thetenson between them isimportant. Generally, our views
or thoughs are pretty static (note, agan, tha theword QhoughOis a past, completed
action paticiple of theverb Qo thinkQ), and thereis a certain level of experiential
intranggence tha isrolled up in our undestanding of theworld. Thisis, of course,
especially true of abdract consequences, which only can beviewed throughour own eyes
in our typical thinking and convesations In thevisud dialogue we are asked first to
portray ourview, and then to permit its ateration, or at least clarification, by examinaion
(our own and that of othe's). Thereistrud in this, butthere mug also befancy and
imaginaion. For thevisud dialogueto be meaningful, all connectionsmusg be open to
examination, all elements subject to creative recorfiguring. It isnotsimply a question of
whd thepictureis, rather it is a question of wha the picture mightbe, of what details it
mightindude or of wha other images might emergefromthat first one Thecreative
spread of activation (I use aterm of cognition purposefully, here, and in recogntion of the
connections| established early in the pgoer), to whatever extent it evolves, will determine
in many ways how successful thevisud dialoguewill bein hdping theabdractionto
emerge meaningfully, and in heping some of wha has been implicit in our undestanding
to become explicit andfor al to see.

Imagine, for example, tha the metaphoric term foundaion, while being discussed
as a building metaphar, activated in a participant amake-up or cosmetic metaphor (this

came up in theeducation as an abgraction example | used in theforward). | don®knowthe
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first thing aboutmake-up, thoughl suspect tha coanetic founddion goesonfirst, jud as
thebuildingfoundaionis condruced at the start. This does not matter, though.For asa
member of the groupbeginsto work throughan emerging metaphor, either as heor she
seesit at tha moment or asit has been all along,thereis new and interesting meaning
added to the convesation. Where highly creative metaphors emerge and are visudized,
thisisall themore true Seeing objects beyondther typical use, bang sengtive to
homonyms or andogies, recognizing ambiguity in some of thewordswe choos or in the
meaning they evoke, etc. Bthese and other creative dispostionsare crudally important
because they suppott novd and different views. These views, of course, suggest different
emergent perspectives and perhgpsdifferent emergent questions Thedirection, itis
important to see, isnotredly all tha important. Rather it isthe openness to theimages as
reflectionsof our bdiefstha iskey, and it mugs besuppoted by the prevailing toneof the
container. Themetaphors, tha is, are notjud images. They arereal visud knowledge they
have details or entailments to be explored creatively and expansvely, and theact of doing

so isan act of discovery, learning and meaning-making.

Check-Out

Thefind element of a successful dialogueis a check-out tha asks participants to
consde or identify threads of meaning or connection tha emerged from the process. This
processiscrudal, asit revealsto thegrouptheactud collaborative nature of thework, and
to some extent whether or notthe process has been successful in forwarding
undestanding. In visud dialogue attempting to ascertain how visud thinking spread from

oneimageto thenext, or fromonekey deail to another, might be especially impaortant, as
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islooking at the cohaence of thevariousmetaphas tha have likely come up. Earlier in
this paper, | referred to Bohm@ traditiond etymology of theword dialogueas indicating
Qhroughmeaning OAt this point in the dialogueprocess, however, | would suggest that
theterm might bethough of to mean something different and more subtie. For whilethe
Greek logosdoes indicate meaning, it isaparticular kind of meaning, onethat hasto do
with theway thingsfit togeher, rather than wha they are in essence. Dialoguein this
sense, then, and at this point in the process means something more like Gneaning through
relationdhip.OAs aresult, the check-outis notreally an ending, rather it isthecall to
synthesize wha has been said and Geen.Oln many cases, it may bethoughtof as the
beginning of another internd dialogue of sorts, one that will continuewell after thegroup
disbands In whaever way it is conceved, however, theact of expressing and making
explicit theundestanding that has evolved viatheprocessis the act of focusng the effort
Pnotso muchinto aview tha isto remain fixed, but rather aview in that moment, with
those people, andinrelationto all tha has taken place.

Of particular note, here, istheway that participants begin to acknowledgesubtie
changesin perspective. These need not be earth-shattering or grand in ther emergence.
While small changes might seem ordinary or unremarkable, any sort of expanded view, we
mug remember, is expanded undestanding. During the check-out, for example, it may
become clear tha the group has stepped oneor more paces fromtheinitial metaphors. The
groupmay finditself, for example, thinking aboutconnected metaphors and what they
might mean. Therelative coheence of theimagery may also be compdlingto some. How,

for example, could the metaphorLEARNING isa JOURNEY be compatible in a meaning
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sense with themetaphorof LEARNING isa COMMODITY ? Wha are thecross-over
points, and are both (or more!) needed to hdp usto undestand?Moreover, to wha extent
doesthat undestanding suppot individud interactionswith the abgractionitself? What

pat of the metaphor, tha is, represents the people speaking aboutit?
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CHAPTER 4

Conclusions, or A Bigge than Expected Box

Chapter 1 of this paper began with examples of theLEARNING isa JOURNEY
metaphor, and as | have reached my god of proposng away to take advantage of our
metaphoiic habits | think back to the many twists and turnsof theroute | have taken. |
hopemy audience appreciates having been alongfor the proverbia ride thoughl cannot
claim to have offered much in theway of comforts. My thinking on this has been both
extremely bigEa nd widdy abdract. Y et somehow | have arrived Bontime, with mogt of
my bagshandy, and both wearied from travel and excited to look aroundand enjoy my
destination.

But wha of thetrip? Asis so often the case, the process itself of thiswork has
shgped and re-shgped much of the thinking with which | entered into it. My starting
premise Btha metapha could offer awindowinto our representationd knowledgeof
abdractions and perhgpseven a doomway into creating some knowledgeaboutthem Bonae
described, seemed to invite numerousother consderations New questionshave emerged
condantly, even as the answers to others were resolved. | struggled at times notto gotoo
far afield, thoughoften | did. Yet | mus even now confess to a certain amountof
intellectud wandelud. | seetha | am likely at more of away stationthan my find

destinaion.
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The Practical Side of Visual Dialogue

Even during my first experiences with traditiond dialogue | wondeed aboutits
actud practicality. The elements tha make dialogue so appedingin athinking sene Dits
openess, its sugpension of judgment and advocacy, its expectation of indudgon, etc. Pmay
notbe so desirable in practical conaernsthat seek some sort of progress or outcome. At
varioustimes throughoutmy experience in thinking aboutvisud dialoguel had similar
worries. Jug what istheuse of thinking aboutconasptud abdractionsin thisway? Is
approaching metaphoric thinking in the mannea | have proposd more than asimple
thinking luxury? As| approached and findly turned thefind corner on my work with
visud dialogue theansvers to these questions and to my larger conaerns emerged quietly
butforcefully.

First, | have cometo bdievethat visud dialoguemight bethoughtof as acritical
founddiond exercise aongtheway to more practical work with conagptud abdractions
In thisway, it might be consdered a different sort of philosophic thinking, oneaimed at
dealing with thetremendousambiguities in such topics by hdping them to become more
emergent visudly. Recognizing the cohaence of thevariousmetaphorsfor judicein
genea, and working throughtheimplicationsof some of thedeails of our visud thinking
aboutabdract judice, for example, mighthdp usto deal more produdively with the
conaept when it becomes the key element of an actud contextud event. If we areto argue
an inddent aroundthe question of whether it isjud, we oughtto have the best possible

sen<e of wha theterm meansfor us andwhéa it meansfor othersinvolved in thedebae.
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Knowing the metaphors tha are circling this convesationis, to me, the act of knowingthe
assumptions biases, etc. of thegroup,and theimplicit ambiguities within the concept
itself.

Moreover, if agrouplooking at an actud application of theterm QusticeOhas
engaged in some visud dialogueaboutit ahead of time, thereisthe possibility tha some
emergent shared meaning, derived from thedialogue and the evolution of agroup
metaphor, could play arole in shgping the practical outcome or solution. Dialogueis not
intended to promote ansvers, jus undestanding. Atop tha undestanding, however,
answers btrugworthy ones, not necessarily correct ones Bmightbebuilt. In thisregard,
visud dialoguemight beframed as atrangtiond step in thinking aboutabdraction, one
tha moves agroupfromindividud thinking, to group meaning-making, to groupwork and
problem solving at alater, practical stage | would arguethat all the skills of creativity
involved in visud dialoguein promoting an open and expansve examinaion of atopic,
could later beturned to the practical process of seeking solutionsto inddents tha involve
thetopic. Thevisud dialoguegroup, in the end, would be produdively primed for the
harderOwork of applying abstract concepts to thereal world in which they reside, because
of themarshdling of thethinking skills and dispostionstha thevisud dialoguegenerates
in practice.

It iswell beyondthe scopeof this pgoer to deerminewha specific atmogpheaes
could best build onthework of avisud dialogue thoughl have foundmyself thinking that
it could have interesting application in more traditiond ethics courses (which are often
contextud in naure). | dobdieve thereis till work to bedonein consdering how to

trangtionavisud dialoguegroupfromtheessentialy divergent visud exercise of the
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dialogueto a more convergent, focused application of theinformation. | could notbe more
sure, however, that my origind concernsaboutthe open-endadness of visud dialogueneed
not bethoughtof as arguments againg its practical valueor potential usinreal, actud
settingsor contexts. | mighteven go so far asto suggest, as | near theend of my work, tha
this sort of thinking (there are obvioudy other waysto ge at it besides visud dialogue
may too often have been left out of wha needsto bea more syntheic, collaborative
approach to abdract, often highly ambiguoustopics. Perhaps tha is, we need to get the
picture of wha we are talking aboutgenerally before tryingto apply it specificaly. Or, as
Forster points out, we need to know what we mean by seeing what we have said aboutit. It
is pretty enticingto imaginewhat this meansfor vision or visionay problem solvingin a

forward-thinking sense.

Visual Dialogue and Finding Solutions

A second set of emergent questionsand thoughs hangsoff theidea of the
metaphorsthat are related to the metaphors being consdered in avisud dialogue To what
extent, tha is, might spreading creativity, as promoted by the atmogphee and aims of
dialogue lead to consderation of other metaphors and the details of the knowledge
therein?How, in addition, mightthese related metaphors be useful? 1t seemsjug about
self-evident tha the close examinaion of the deails of a particular metaphorleads
naurally to an examinaion of the naural parallelswithin the metaphor, as well asthe
implicationsof those connections In theLEARNING isa CONTAINER metaphor, to
return to my opening example, the convesation about the type of container evolved

sengbly into a convesation aboutthetype of filler/pourer, and aboutthetype of subgance
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that wasfillingthecontainer. That initial dialoguetook a different direction in terms of
meaning when the metaphoiic filler turned out, in onestudent@ imagery, notto bea person
butaforce of naure. In setting up this connection, a new metaphor emerges Bthe
TEACHER asaNATURAL FORCE Bonewhich might require afurther look down the
road. While the end result of such a convesation game might seem never-ending (which
would befinewithin theframework of thedialogue), still within those metaphors closest to
those first consdered (i.e. theteacher metaphar, which is closly related to thelearning
metaphor) is connected meaning tha could be extremely valuable in thinking aboutthe
practical problems implicit within the metaphors. This seems to me an open and fertile
oppotunity for creative problem solving at its best, for it encourages metaphoric thinking
aboutrelated outcomes or solutions Thereis an opportunity, the is, for working
backwardsthroughthe connected metaphors to condusonsor solutionstha could be
hdpful in apractical sense.

For example, avisud dialogueon education could produdively befollowed by a
conveasation aboutproblems in education. Those problems, abdractionsin themselves,
mightthen beconsdered in light of oneor a number of the education metaphors aready
discussed. Perhgpstheissue or problem of how best to teach students critical and creative
thinking skillsis onthetable. Perhgpsit isthenotion of pubiic versusprivate education.
Special eduction, at eithe end of the spectrum, might be unde scrutiny. Thinking about
such problems as related metaphoricaly to theinitial topic Beductionin thisexample B
will necessarily begin to reveal quite a bit aboutthe problems themselves. The
EDUCATION istheFILLING OF A CONTAINER with a SUBTSTANCE metapha has

structural problems tha mug be dedlt with, in thinking more specifically aboutspecial
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education or the conveyance of particular skills. If the problem cannotsomehow be
recondled with the metapha, or at least onerelated metaphor, it would seem unlikely that
real solutionscould beimagined. How can a prodictive debate on private versus public
education proceed, withoutsome recognition tha the EDUCATION isa COMMODITY
tha can be PURCHASED metaphoris deeply at work in the convesation, and tha thereal
world issue of economicsis strugglingto recondle itself with thevisud econony of the
education/commodity metaphor? | would strenuowsgly arguetha to make real progressin
such problems, then, would beeither to reconfigure the origind metaphors or to imagine
better or different ones tha can encompass the problems themselves.

It isthis element of visud dialoguetha is so enticing to me. For it suggests a
cognitive visud move from the metaphors we have to thebuilding of metaphorstha we
could have in thefuture. This resonaes deeply with me in athinking sens, asit seemsto
conjure the exact definition we refer to when we talk about having visionGin a cognitive,
problem-solving, creative way. Thevisionwe so admire, 1@ say, or that amazes uswhen
truly breathtaking advances or solutionsemerge, is thevision of connestion- makingin a
way tha isfundamentally metaphotic. Thereis plenty of work to bedonein figuring out
how best to movefromthevisud dialogueto this desp application of theprindplesina
practical sense, butl could notbe more certain tha there is aconnestion to bemade, and
tha adifferent and potentially satisfying way of approaching problems somehow resides

within tha connection. Another leg of atrip to betaken, | suppo%.
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Lag Stop

Thevisud dialogue asit hasitself emerged as an ideaviamy work, turnsoutto be
an appedingly tangible vehicle for looking at theway we think aboutand struggle with
abdractions | arrive at this pointin my own thinking bdieving that it isapotentialy
visonay way of looking at highlevel, complex concepts throughthelensof fairly regular
expeiences and circumstances. In away, this makes the notion of visud dialogueaso
fundamentally optimistic and hopdul, because it suggests tha from theordinary ways we
come to see things abetter picture can be conjured. True for the more creative amongus
there might be more artful pictures, perhgps more variety of color, more subtiety of detail.
Some of our pictures might become museum-worthy. Oneway or another, though,the
pictures we have, and what these pictures represent of what we think, because they are our
own origind work, have extreme metaphaic (and therefore cognitive) valueto ourselves
andto those aroundus A student® picture of tolerance, because helacks experience, may
beonly of the magnd-ontherefrigerator variety. My own picture may not be much better,
despite my experience. We mug know, however, tha any convesation we have aboutthe
topic will beonetha involves those metaphoric scribblings If we hopeto make progress
in alearning sense, we will need to set asideourfirst natural indind to point outthe
deficiendes of the pictures in favor of smply seeing wha they represent. Within tha
representation is a goodchunkof wha we are thinkingEand so the convesation might get

produdively undeway, new pictures might beformed.
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So often, in the end, we ask ourselves or others to Qook differentlyOat thingsor to
change (perspectives.OWe al undestand what we mean when we ask this, and we
recognize tha we are envisioning a better moment, life or world when we do so. Yet we do
not always seem to know why we have stated it this particular way. Why the paticular
emphasis on sight? The metaphorof UNDERSTANDING is SEEING isso embedded in
our use of languagyetha thetwo are virtudly inseparable. Yet its cohaence with theway
we approach theworld in athinking sense should remind ustha wha we are in fact
looking for is a better view, of afiner picture, from a more advantageousobservation
point. Simply, we want to get the picture. It is my hopethat visud dialogue as set forth
here and as it might evolve via further work, mightberelevant in hedping usto do a better

job getting and usng the picture in athinking sense.

66



EPILOGUE

A Few Lag Considerations

As my work with metaphor and visud dialoguehas evolved these past months a
number of interesting strandsof thoughthave emerged. All are perhgpsoutside the scope
of this pagper, yet all deserveto beat least connected to theargument in favor of usng
visud dialogueas alearning or thinking tool. Thefirst amongthese is my growing
suspicion that avariety of different media could be enfolded into this processin different
ways. In connecting cognition and language as a starting point for this pger, | have
established metaphoras a primarily visud phenomenon. Thisis, of course, nat entirely
true metaphors may suggest auditory, tactile or oral sensationsor experiences as well.
Further, while have built solidly upan theidea of visudization or imaginaionin the
process | propos, | can now easily envision a number of other windows into the creative
process uponwhich the premise of visud dialoguerests. | have notbeen in apostionto
deeply congder theimplicationsof this, nor the specific applications butit seems likely
tha similar exercises could be conduded usngmusic, applied or performing arts, or the
other soundsor senses generated by metaphor of one sort or another.

Related to thisisasense | have tha this process, thoughaimed at relatively high

level abdract or even philosophic thinking, could be modified for use with any agelearner
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(Mathews, 1994). Clearly, the embedded metaphois that children use for undestanding
abdraction are less well evolved than for those of adults, because therr languayeislessrich
and thear experiencesless varied. That they have a picture from which to work
metaphorically in dealing with abgractions however, seemslikely. It may beintheform
of a story, with metaphoiic visud representation embedded within, or in other sorts of
visud or auditory media, or perhgpsin simpler levels of andogic connection-making. It is
my sense, thoughl have notexamined this at al, tha even theyoungest of learners could
benefit fromworking backwardsthroughther metapharic thinking, asthey could in a
modified visud dialogue to a better undestanding of difficult abgraction. Anyonewith
children knows that abgractionssuch as degth, kindness, family, etc. are of concern to
youngsers. Anyonewith children knows, too, how difficult it can beto have meaningful
conveasationsaboutsuch things Mightvisud dialogue modified to suit younge learness,
be anothe modeof entry into heping kidsto better levels of abgract thinking?1@ like to
think so.

Lastly, isan areal would like to have examined, but onewhich remained onthe
peiphay of this synthesis. It seemslikely to me that atmogpheres mog suppotive of the
visud dialogues | propos will generate atypeof thinking tha isfun and playful. My
strongguessisthat thoe thinkers satisfied by this sort of approach will find themselves
having a goodtime with it. While funmay nat bean endin and of itself, | would suggest
tha it could beakey element in pushing goodvisua dialoguesto greater heights, and
consquently to highe levels of undestanding and connection-making. Some level of fun

will begreat in making the potentially weighty work of thinking throughcomplex
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abdractionsless so. But theinfuson of fancy into this process may also becrudal to
getting themog outof it.

Aswith jug aboutany truly worthwhile intellectud endeavor, thework itself
creates more work, more divergent directions more connectionsand more questions This
has been the case for mein this synthesis. | condude (or perhgpstemporarily sugpend) my
work, grateful for what | have learned and for the luxury of having had the chance to think
deeply and reflectively abouta topic that has been in different ways present for me for

many years. | am equdly grateful to know that thereiswork still to bedone
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