Tradition& Discovery

The Polanyi Society Periodical

I ncorppra_ti ng
Convivium
The United Kingdom Review of Post-critical Thought

VolumeXX Number 2 1993-94

In Thislssue

PIEFACE ..ot E e E R R R bR R R R R R e Rt R R bR bt nenenn s 2

NEBWS & INOLES ...ttt r e s s e s s e s e e e s e s e e s e e e s e e s s e e s e e s e e n e e s e nrenennens 3

L0 | L0 o= £ S 5

POlaNyi SIUAIES TN HUNQAIY ...ttt ae bbbt bt e s eese e b et e e e e eneenas 6
Walter B. Gulick

MaterialS fromM POIGNYIANG .........ccereeeeieeeicee et e e s se b e s aesaesbesbesresteneeseeneeneenenns 9

Epistemol ogy and the Human Sciences:

Michael Polanyi's Contribution to the Reshaping of Moral Theology ...........ccceeveiirenerenenie e n
TerenceKennedy C.Ss.R.
Learningto Learn: Educating with/for the Mind-Body ..........cccceeereierinenerneseseee e 17
Jerry H. Gill
1000111 011 (o] £SO 2
L@ a1V, T aTo IF= 010 I 1Y/ == 1 oo 2
Robert P. Doede
BOOK REVIBUS ...ttt sttt sttt ettt e heehe Rt ehe e b e s be s e e e b e b e se e e et et e e emeeae e st eaeebenaesaeebeneas 43
SUDMISSIONSTOF PUBIICALTON ...t ettt bbb bt nee e 6
Informationon ElectroniCDISCUSSIONGIOUP. ......cucurerrrrrrerreereerssereseseseseresesssessssssssesssnsenns 46

Membership INFOMMIBIION .........coiiiii bbb et et e st ae b e saesae b e a7



ThePolanyi Society

General Coordinator
Richard Gelwick
University of New England
Biddeford, ME 04005
(207)283-0171

General Editor-Tradition & Discovery
PhilMullins

Missouri Western State College

St. Joseph, MO 64507

Book Review Editor
Walter Gulick

Eastern Montana College
Billings, MT 59101

Art Studies

Doug Adams
PSR/Grad. Theol. Union
Berkeley, CA

Communication/Rhetorical Studies
Sam Watson
University of North Carolina, Charlotte

Education Studies
Raymond Wilken
Kent State University

Medical and Psychiatric Studies
Allen R. Dyer

Quillen College of Medicine
East Tennessee State University

Philosophical Studies
MarthaCrunkelton
BatesCollege

ReligiousStudies
DavidRutledge
Furman University

Member At Large
Harry Prosch
SkidmoreCollege

UK Editorial Committee
Joan Crewdson
12CunliffeClose
Oxford, OX27BL

RobinHodgkin
39 Holyoake Road
Oxford, OX38AF

Richard Allen
20 Ulverscroft Road
Loughborough, LeicsLE113PU

TedMoss

'Prospect’

GuildownRoad

Guildfore, Surrey GU2 5SHA

UK Coordinator

John Puddefoot
BensonHouse, Willowbrook
Eton

Windsor, Berks SL4 6HL

© 1994 by the Polanyi Society
I1SSN 1057-1027

Preface

| am pleased to include in thisissue ashort article by Walter Gulick,
arecent Fulbright L ecturer in Budapest who worked closely with members of
the Michael Polanyi Liberal Philosophical Association during his tenure in
Hungary. Gulick provideshelpful information about the MPL PA and interest
inPolanyi inHungary. Thereisaswell material describingthemost recentissue
or TAD's sister journal, Polanyiana, which is an MPLPA project. Terence
Kennedy's article explores affinities between Polanyi'sthought and that of the
Roman Catholicmoral theol ogian Bernard Haring. Jerry Gill'srefl ectionsspeak
about teaching and learning. Gill wasarecent participant inthe conversations
withWilliam Poteat (amasterful teacher who explored Pol anyi'sideaswith Gill
and many generations of students) sponsored by The Polanyi Society in
Washingtonlast November. Robert Doede'spaper wasoriginally givenat 1992
gathering of ThePolanyi Society. Itisacareful philosophical essay which sets
forth the concept of mindin Jerry Fodor's cognitive science and comparesthis
perspective with Polanyi's richer ideas about body, meaning and mind.

After aninteresting pair of meetingsthisyear focusing upon William
Poteat, ThePolanyi Society annua meeting (heldinconjunctionwiththeannual
meeting of the American Academy of Religion/Society of Biblical Literature) will
reverttoitsearlier format: seeDavid Rutledge'scall for papers(p. 5) whichcarries
aMarch deadline. The electronic discussion list on Polanyi's thought (p. 46)
continuesto gain subscribers. Unlikesomelists, itisnot theannoying typethat
inundates you with mail; in fact, it is so quiet, some of uswill be soon writing
into stimulate abit of discussion. Plugin, if youlike.

Phil Mullins

Tradition and Discovery isindexed selectively in The
Philosopher’sIndex and Religion One: Periodicals. Book
reviews are indexed in Index to Book Reviews in Religion.

2




NEWSAND NOTES

The Polanyi Society meeting at the American
Academy of Religion in Washington, D.C., Nov. 19 and
20featured dialoguewith William H. Poteat whose
teaching and writing have probed many areasin
common with those of Michael Polanyi. The sessions
were remarkable for their sustained discussion of
Poteat’ s thought and gave everyone present a special
opportunity to understand better Poteat’s appreciation
of Polanyi and also Poteat’ s sense of his own differ-
ence from Polanyi. Poteat stated that he regarded his
ownwork asmoreradical than Polanyi’s. Poteat
compared hisway of changing our way of thinking to
the Copernican revolution and asserted this through
his thorough discussion of his overcoming the
Cartesian dichotomy by his*“mindbody” theme. The
Friday evening session, presided over by Ron Hall,
pursued mainly understanding Poteat’ s thought. The
Saturday morning session, presided over by Charles
McCoy, pursued comparisons and contrasts with
Polanyi. The content of these sessions is much too
rich and subtle to be reduced to summary. Audio tapes
areavailablefor $7.00from David Rutledge(Religion
Department, FurmanUniversity, Greenville, SC29613).
There also may be a transcript made of these sessions.
For further information, please contact David Rutledge.
As one of those who have profited greatly by Poteat’s
writing, hisinterestsin Polanyi and the effect of his
excellent teaching on many of our associatesin The
Polanyi Society, | was helpfully informed and strongly
impressed as he led usin discussing hiswork. Many
of us could see why Poteat is regarded as a great
teacher and thinker and deserving of the loyalty and
admiration of hisformer students.

A timely publication for this event wasa
volume of articles and essays edited by James Nickell
and JamesW. Stines, The Primacy of Personsand the
Language of Culture: Essays by William H. Poteat.

Whilethisvolumewill bereviewedin TAD, | recom-
mend your ordering it from the University of Missouri
Press, Columbia, Missouri.

ThisPolanyi Society meeting at the AAR
brought together the most persons at an AAR meeting
since our originating meeting with T. F. Torrance at the
AARiInChicagoin1975. Approximately 40 persons
attended the Friday evening session and 30 attended
the Saturday morning session. It was good to see some
stalwart memberslikeJerry Gill and GeneReeves
again. Geneisdtill teachingin Japan, and Jerry Gill isat
the Collegeof St. Rosein Albany, New Y ork.

The publicationslinein our renewal subscrip-
tion form is producing more news of relevant publica-
tions and papers by our members. Below isalist
compiled from recent receipts. If I have missed
someone, pleaselet me know.

BarbaraD.Baumgarten completedin 1992 her Ph.D. at
the Graduate Theological Union with adissertation on
Visual Art as Theology: A Post-critical Aesthetic for
Theology Based on the Epistemol ogy of Michael
Polanyi. She also presented last March at the Western
Region of the AAR “Contemplation and Artistic
Expression: Some ReflectionsBased on the Epistemol -
ogy of Michael Polanyi.”

Harvey Birenbaum, inliteratureat San Jose State
University, has done a comparison of Nietzsche and
Blake: Between Blake and Nietzsche: The Reality of
Culture, Bucknell University Press, 1992 (available
through Associated University Presses, 440 Forsgate
Drive, Cranbury, NJ08512). Birenbaum“ arguesthat
structuralism and poststructuralism have both left us,
unnecessarily, with a highly attenuated view of what
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cultureis, how it operates, and how it relates to the
personal existence of human beings.” The book also
includes* an epistemological view of myth that
accountsfor the creative ambiguity of cultural reality.”

Jerry H. Gill continues his productive work: Mediated
Transcendence, Mercer University Press, 1990;
Merleau-Ponty and Metaphor, Humanities Press, 1991;
and Learning to Learn: Toward a Philosophy of
Education, Humanities Press, 1993.

Spencer M cWilliamsreportstwo recent publications:
“Construct No Idols,” International Journal of
Personal Construct Psychology, 6, No. 3, 269-280 and
“The Sacred Way of Liberal Arts,” Journal of General
Education, 42, No. 4, 255-269.

Walter B.Mead’ sarticleon*JohnH. Hallowell: A
Political Philosopher’ sCritique of HisProfession’s
Paradigm,” The Political Science Review, 1993
providesinsight into one of the Duke University
professors who introduced graduate students to
Polanyi.

Martin X. Moleski has shown avaluable connectionin
his“Illative Sense and Tacit Knowledge: A Compari-
son of the Epistemol ogies of John Henry Newman and
Michael Polanyi” in John Henry Newman: Theology of
Reform, Michael E. Allsopp and Ronald R. Burke (eds.),
New Y ork: Garland Press, 1992.

Arthur S. Reber, one of the plenary speakers at the
Kent State Centennial, has continued his application of
Polanyian ideas as can be seen in his new book
published by Oxford University Press: Implicit
Learning and Tacit Knowledge, An Essay on the
Cognitive Unconscious, New Y ork, 1993.

A special issue of the philosophical journal The
Personalist Forumis devoted to Michagl Polanyi's
thought, and will appear early in 1994. Theissuewill
contain two different articles on Polanyi and Kant by
Ronald Hall and by Walter Gulick, andanarticle by
Phil Mullins sketching a narrative of the self based on
Polanyian themes. Inaddition, reviewsof Ron Hall's
book Word and Spirit (by Jim Edwar ds) , of William
Poteat's Philosophical Daybook (by Jim Stines), and
of Robert Pirsig'snovel Lila (by Richard Gelwick)
show how fertile Polanyi's perspective has been for
other thinkers. David Rutledge edited theissug; itis
published by Mercer University Press, and isavailable
for $5.00from ThomasO. Buford, Department of
Philosophy, FurmanUniversity, Greenville, SC29613.



The Polanyi Society
Call For Papers

Asinpreviousyears, ThePolanyi Society i splanningto hold ameetingin conjunctionwiththe American
Academy of Religion/Society of Biblical Literatureannual meeting, whichwill beheld November 19-22,1994in
Chicago, IL. The Society will follow itsrecent pattern of asking to be scheduled just prior to the opening of the
annual meeting; as the AAR/SBL is considering beginning their sessions on Saturday morning, we may be
scheduled for Friday evening, November 18th. We should have that information later this year.

If you areinterested in presenting a paper at this session, please submit to David Rutledge by Friday,
March 11, 1994, aproposal of approximately 300words, onaplain sheet withoutidentification. If thereareseveral
proposalsforthcoming, ajury of Society memberswill be convened to do ablind reading of the candidates. We
are planning for an hour and a quarter discussion of each of two papers, which will be distributed prior to the
meeting. Paper titles, authors, and respondentswill belistedinthe AAR/SBL ProgramintheAdditional Meetings
section. We encourage papers on any topic related--directly or indirectly--to the thought of Michael Polanyi
or his concerns.

David Rutledge

Coordinator for Religious Studies
The Polanyi Society
(803-294-329%)

Mailing Address: Department of Religion
Furman University
Greenville, SC29613



POLANYI| STUDIESIN HUNGARY

Walter B. Gulick

Last year | had thegreat good fortuneto beappointed aFul bright Scholar toteach at the Technical University
of Budapest. On January 26, 1993, my wifeand | were met at the Budapest airport by GabriellaUjlaki, and then began
perhapstherichest six months of my life. My official dutieswere not too complicated: toteach acoursein Business
Ethicsat Technical University and acoursein Contemporary American Philosophy at EotvosL orand University, also
in Budapest. These official duties, it soon turned out, were but the appetizers for a del ectable dinner of Hungarian
culture, amany course meal we enjoyed in the company of some wonderful people.

However, my purposeinthisarticleisnot to recount the splendors of our experience, but to speak of asister
organization, the Michael Polanyi Liberal Philosophical Association, and the state of Polanyian studies today in
Hungary. SinceitsfoundinginBudapestin 1990, theM PL PA hascompiledanimpressivenumber of accomplishments.
Il speak of some of theseachi evementsin the context of an account of recent devel opmentsin Hungarian phil osophy
and culture.

When the Hungarian communi st government collapsed in 1989, littlewasknown in Hungary about theideas
of Michael Polanyi. Hisstrong support of economic, political and cultural freedom made histhought unacceptablein
official circles. After all, he played aleading rolein the Congress for Cultural Freedom, agroup firmly opposed to
communism. While much Western writing was smuggled into Hungary during thecommunist era, | don’t believeany
specid attention was paid to Polanyi’ sthought. Rather the importance of theideas of Polanyi, anative born son, is
still in the process of becoming recognized by Hungarians.

In bringing about this recognition, the MPLPA is having by far the largest impact. Perhaps its greatest
contribution has been in making Polanyi’ swork availablein Hungarian translation. The Atlantisz Publishing House
published Michael Polanyi’ s Selected Philosophical Writingsin 1992, acollection edited by EndreNagy and Gabriella
Ujlaki. Includedinthiscollectionaremany articlesfrom Knowing and Being. Twoissuesof Polanyiana, theMPLPA
sponsoredjournal, al so containtransl ationsof Polanyi’ sarticles. Any timenow Personal Knowledgewill bepublished
inatranslation by MariaPap and Gyorgy Petri. The Study of Man and The Tacit Dimension, already translated, await
final revisions. Soon Science, Faith and Society will be trandated. | find it remarkable that so much has been
accomplished in four years.

Polanyianaisvital to the assimilation and critique of Polanyi among Hungarian academics. Theplanisthat
two Englishlanguageandtwo Hungarianissueswill bepublished eachyear, althoughthat appearsto meto beambitious
giventherdatively few number of Polanyi scholarsin Hungary. Inany case, theavailablity of Polanyianaoffersthose
of uswriting in English agreat opportunity. Itsformat can accommodate longer, more devel oped articles than can
usually be handled by Tradition and Discovery. | was pleased to be ableto be hel pful by serving as Englishlanguage
editor for adoubleissue of Polanyiana. |nformation about how to subscribeto and submit articlesto Polanyiana can
be found elsewhere in thisissue of Tradition and Discovery.



The MPLPA has been working to ensure that there are resources available in Hungary to support further
Polanyi scholarship. Endre Nagy and Gabriella Ujlaki have made two tripsto the Joseph Regenstein Library at the
University of Chicago in order to microfilm the most important of the Polanyi papers housed there. Last spring 44
microfilmsof thesepapersarrivedin Hungary and arenow stored at the L ibrary of theHungarian Academy of Sciences.
Catal oguing their contentsisnow in progress. Inaddition, EvaGabor and Gabor Pallo have found and brought home
Polanyi’ sletters and manuscripts from such places as Manchester, Oxford and Berlin.

An ultimate aim motivating the MPLPA’ s activity isto found the Polanyi Archives asaresearch center for
the study of the thought of Polanyi and other members of the tradition of philosophical liberalismin Central Europe.
A number of personal items, already gathered, will beincluded inthesearchives. Lettersby membersof the Polanyi
family have already been assembled by Erzsebet V ezer, ashave some photos. The Archiveswill aso contain books,
articles, and documents dealing with the Polanyis. Thisvery article will no doubt soon be nested there.

The MPLPA has already sponsored a number of conferences and lectures dealing with Polanyi. Richard
Gelwick reported on the Polanyi Centennial Commemorative Conference held in Budapest August 24-26, 1991; see
Traditionand Discovery XV 11:3(1991). Asanew initiative, theMPL PA hasannounced acompetitionfor youngwriters.

All that theM PL PA hasaccomplished would not havebeen possi blewithout theai d of considerablefinancial
support. The Soros Foundation has been especially generousin its support of the Association’ sactivities. Asistrue
of the other Eastern Eupopean countries, Hungary is still seeking to find a secure placein the global economy, and
thetransitionisnot easy. Thereal income of professorsisdeclining, and | can assure you academic salaries would
by themselvesnot all ow for thetraveling Hungarian Polanyianshavebeen abletodo. Eventually thework of theM PL PA
will haveto be self supporting, but for now the assistance of the Soros Foundation, Central European University and
other groups has been indispensable.

In one major respect theintentions of the M PL PA areunlikethose of The Polanyi Society in North America.
Ashasbeen already suggested, the Michael Polanyi Liberal Philosophical Association hasasitsaim aninvestigation
of “thephilosophical, historical, sociol ogical, psychol ogical rootsand resultsof thetradition of Central Europeanliberal
thought” (Polanyiana2:3, p. 63). Thismeansthegroupisinterested inthethought of Karl aswell asMichael Polanyi
—andinsuchthinkersasMannheim, Popper, Hayek, K oestler, L akatos, and even Wittgenstein. LeeCongdon’ sbook,
Exileand Social Thought: Hungarian IntellectualsIn Germany and Austria 1891-1933 (Princeton University Press)
provides a most helpful background for understanding this Central European tradition of liberal thought. To date,
however, the broad interest of the MPLPA has remained latent and almost exclusive attention has been devoted to
Michael Polanyi.

Eva Gabor writes about the “liberal” in the association’ stitlein these terms:
At the very first meeting, we had a debate about the word “liberal” occurring in the name of the
Society. Therewerefearsthat perhaps some would misunderstand the meaning of thisword. We

do not want to lay emphasis on its political connotation; only the philosophical implications are

important for us. We consider ourselvesto be a Society of open minded, liberal -oriented thinkers.
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Thiswastheleading ideaof Michael Polanyi inall hislifeand work (Polanyiana 2:1,2, p. 12).

EndreNagy’ sargumentswere especially pursuasivein convincing the new society toincludetheword“liberal” inits
title. Hisarticleinthe current issue of Polanyiana, “ Civil Society in Michael Polanyi’ s Thought,” ismost helpful in
indicating how Polanyi’ ssocia thought isrelevant to Hungary’ s devel oping economic, civic and political structures.

Itishardfor usinthe West toimaginethe emotion connected to theword “liberal” in Hungarian society. On
thisword pivots the whole contrast between a controlled and afree society. AsNagy makes clear, Hungarians did
not revolt agai nst communism primarily for economicreasons. Actually, Hungary’ seconomy wasoneof theheal thiest
intheeasternbloc; it profited greatly fromtradewiththeold USSR. No, Hungariansturned fromcommunism primarily
because the freedom to speak, travel and organizewasimpeded. Thethreatsto liberty — to liberalism — were often
subtle, but they were definitely felt.

Today, after four yearsof attemptsto makethe Hungarian economy moreefficient soit can competeeffectively
intheglobal economy, theword“liberal” retai nsitspower toattract an emotional response. Unemployment, previously
unknownincommuni st soci ety, hashit many workers— about 15% of theHungarianwork forceat present. Real wages
havedeclined for most whoretaintheir jobs. Political apathy isrampant. Joining the European Community isthegreat
hope motivating most intellectual s, but that still seemsfar off inaninsecurefuture. While very few want to returnto
communism, disaffection among Hungariansisincreasingly common now, and onetarget of the disaffected isthose
who avow any form of liberalism. That may be why the plague on the Budapest birthplace of Michael Polanyi was
recently smashed. Quite possibly it was destroyed because it announces it was sponsored by the Michael Polanyi
Liberal Philosophical Association; EvaGabor’ sfear that“liberal” would bemisunderstoodinapolitical sensemay have
proved prophetic. (Or wasit destroyed because the Polanyis were Jewish? Probably not.)

These aredifficult times of transition in Hungary, and my hopeisthat Western nationswill work diligently
tolower tariffsandtradebarrierssothat the European Community canembraceHungary assoonaspossible. Certainly
| would not want to leave any reader with the impression that Hungarians are inhospitabl e or the country dangerous.
My wife traveled on the excellent public transportation of Budapest after dark with a sense of security, a sense she
would not feel at nightin many of our largecities. My hostsat the Technical University, MartaFeher, EvaGabor, and
GabriellaUjlaki, al key membersof the MPL PA (we called them “ our threeangels”), were exquisitely generousand
helpful. Weimmersed ourselvesin Hungarian cultureand returned refreshed and enlivened. Theliberal spirit of Polanyi
isindeedaliveinHungary, and soisthehospitality andintellectual ferment which oncegraced thesalonof CecileMama.



Materials from Polanyiana

Editor’sNote: Theprecedingarticleby Walter Gulick discussesthework of TheMichael Polanyi Liberal Philosophical
Association (MPLPA) in Hungary; Gulick describes his Spring Semester 1993 term in Budapest asa Fulbright Scholar
where he worked with MPLPA in putting together an English language double issue of Polanyiana, the periodical of
MPLPA. Theshortarticlebe owisGabriellaUjlaki’ s"Introduction" tothisdoubl ei ssueinwhich shereviewsother articles
includedintheissue. If youwishtoorder acopy of Polanyiana 2:4and 3:1, you should send acheck for $10 (or equivalent)
airmail toMagyar Hittel Bank, Budapest 1122, Pozsonyi ut 77-79, HUNGARY . Makethecheck toMPLPA andindicate
theaccount number is2221004351. Y ou must also send natification to Dr. EvaGabor (President of MPLPA, Technical
University of Budapest, Department of Philosophy, 1111 Budapest, Muegyetemrkp. K. .59, HUNGARY) that youwant
acopy of Polanyiana 2:4 and 3:1 and haveforwarded acheck to Magyar Hitel Bank. Includeaxerox copy of thecheck.

I ntroduction

The present double issue of Polanyiana contains articles by researchers who make use of Michael Polanyi’s
thought. Thereareamong theauthorsphilosophers, theol ogiansand psychologists. Our aimin presentingthiscollection
of essaysistwofold. First, our intention isto make available to a broader audience some of the articles which were
presented on different occasi ons (conferences, seminars) when Michael Polanyi’ swork wasdiscussed. Wefeel itisour
task to select and publish the best of them. And our second purpose in this double issue is to give an opportunity to
the interested reader to grasp the richness of the way of developing Polanyi’ s ideas as a basis for further thought.

Among the contributions, there are papers by philosophers of different branches of the discipline Walter
Gulick’s paper, “Polanyi’s Theory of Meaning: Exposition, Elaboration, and Reconstruction,” isavery detailed and
scholarly reconsideration of Polanyi’ sthoughts on linguistic, artistic and religiousmeaning. Itisbased on hisoriginal
insights concerning how to improve Polanyi’s ideas in psychology, philosophy and aesthetics. Polanyi’s last work,
Meaning, written together with Harry Prosch, is taken as the major point of departure. Gulick’s article offers a new
approach to the topic and challenges the reader to think further about the nature of meaning and how it is constructed.

MarjorieGrene' sarticle, “ The SubjectiveandthePersonal,” isadetail ed anal ysi sof two key concepts, indicated
inhertitle, of Polanyi’ sphilosophy in Personal Knowledge. Thearticlewasoneof themain presentationsat thecentennial
conference of Michael Polanyi at Kent State University in 1991. Theauthor, an eminent philosopher who was assistant
toMichael Polanyi and hisclosest friend and coll eagueat thetimeof writing Per sonal Knowl edge, offered themanuscript
to our Associationto be published in Polanyiana. We appreciate her kindnessvery much, and weare honored by being
ableto publishit first.

AaronMilavec'sarticle, “1f | Join Forceswith Mr. Kuhn,” representsanother main branch of philosophy which
isvery muchimpacted by Polanyi’ sthought, namely philosophy of science. Thearticlewasal so presented at Kent State
and it helps the reader to understand how great Polanyi’ s role was in formulating Kuhn's seminal book on scientific
revolutions.



Phil Mullins' article, “ ReligiousMeaninginPolanyi’ sPersonal Knowledge,” providesasteptowardclarifying
theextent towhich Polanyi’ sviewsabout religion changed by thetimeof Meaning, thesubject of muchdebate. Mullins,
General Editor of Tradition and Discovery, writes down Polanyi’s ideas about religion as presented in Personal
Knowledge. Itsapproachisthat of the philosopher of religion rather than of the theologian, so it helpsthe reader to
get aclearer impression about his discipline, unfortunately almost neglected in Hungary.

Joan Crewdson'’s contribution to our double issue is a chapter of her still unpublished book on Polanyi’'s
relevance to theology. We have chosen a chapter which might have relevance both for philosophers and theol ogians.
Thisarticlerepresentsthetheol ogical reception of Polanyi’ swork inour issue. Theauthor showshow Polanyi’ striadic
structure of meaning can beinterpreted asilluminating thetheol ogical doctrinesof the Trinity ingeneral and theHoly
Spiritin particular. Thisarticledemonstrates onedirection that atheology inspired by Polanyi’ sthought might take.

Arthur S. Reber’ spresentation wasamong the major addressesgiven at Kent State. Reber givesusevidence
about therelevanceof Polanyi’ sviewsontacit knowledgeto current psychol ogical research. Heindicatesthat Polanyi
was able to anticipate much that is now supported by empirical evidence.

Csaba Pleh is one of Hungary’s leading psychologists. His article provides a comprehensive survey of
psychological thought during thelast thirty years. Hisemphasisison how the computer has provided an inspiration
for studies of cognition, but how it has also created problems to which Polanyi was sensitive.

An earlier version of Endre J. Nagy’s paper was given also at Kent State and it represents an approach of a
sociologist and lawyer to Polanyi’sideas. Polanyi’s liberal conservativism is amost unknown in Hungary, but it
provides very much needed support for the creation of anew social system here. The importance of this aspect of
Polanyi’ sthought inspired the Associationto call itself theMichael Polanyi Liberal Philosophical Association. Endre
J. Nagy, an organi zing member of the Assaciation, addressesin hisarticlethe present Hungarian situation and explains
how Polanyi’s thought about civil society can be of assistance now.

The present doubleissue of Polanyiana could not have been published without the much appreciated work
of Walter Gulick who has been a Fulbright visiting professor in the Philosophy Department of Budapest Technical
University this spring, who is a so arepresentative of the North American Polanyi Society. Weare very grateful for
his help in editing and for his paper written for thisissue of Polanyiana.

GabridlaUjlaki

Polanyiana, Vol 2,No.41993Vol 3, N0 11993
June, 1993
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Epistemology and the Human Sciences. Michael Polanyi’s

Contribution to the Reshaping of Moral Theology.

Terence Kennedy C.Ss.R.

ABSTRACT Key Words: responsibility, freedom, personal knowledge, epistemology, participation, history,
social sciences.

This article shows how there is a great kinship between Polanyi's thought and that of Bernard Haring,
"the father of modern moral theology" in the Roman Catholic Church. Haring advocated an ethics of personal
responsibility that callsfor an epistemol ogy such asPolanyi devel oped for history and social sciencesin The Study
of Man.

Michael Polanyi’s thought, without his knowing it, has been reflected in the renewal of Catholic moral
theology. There are remarkable similarities between Polanyi's struggle against totalitarianism and his mission to
humani se scientific culture and the work of Bernard Haring, “the father of modern moral theology.”

Bernard Haring' sayshisexperiencesasamedicinthe German army onthe Russian front duringWorld War
Il “prepared me to work to overcome a one-sided ethic of obedience and to preach instead a morality of personal
responsibility and brotherly love, with adherence to one's own sincere but ever searching conscience.”? After the
war hewas professor of moral theology and sociology at the Redemptorist house of studiesin Gars. There hewrote
The Law of Christ which completely broke the pattern of casuistic thinking and introduced personalism into moral
theology. The basic model of moral behaviour was no longer conformity to law but a personal response to the call
of love from the other. It could be said that The Law of Christ changed the understanding of moral theology in the
Catholic Church in amanner quite like the effect of Personal Knowledge on the community of scientists.

Haring was one of the three theological experts that Pope John XXI11 personally chose and appointed to
the Second Vatican Council. Hiscontributionwasmainly on the questions of the meaning of morality and religious
freedom. Hisideasand pastoral approach shinethroughthe Council’ sdocument on The ChurchintheModernWorld.
Oneof hismany achievementswastointroducethe social sciencesinto moral theol ogy asamethodol ogy for reading
thesignsof thetimes. TheCouncil ratified thisstance. “Inpastoral careappropriateusemust bemade... of thefindings
of the secular sciences, especially of psychology and sociology.”® After the Council, he reformulated his thought
in Freeand Faithful in Christ, an update of The Law of Christ for achanging world. One can hear Polanyi’ sconcerns
ringing through thisstatement in The Ethicsof Manipul ation: “ Theideol ogy of the priority and supremacy of science
and technology celebratesiits feastsin classical Marxism but also in the western world.”4

Haring never met Polanyi personally but came in contact with his thought through Abraham Maslow’s
recommendation of his philosophy of psychology and later through doctoral students at the Alphonsian Academy
inRome.> Haring was particularly impressed by Maslow’ s claim about Polanyi’ s classic Personal Knowledge: “ If
you havenot studied thisbook, you darenot consider yoursel f prepared for thenext century.”® Haring often appealed
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for an epistemol ogy that would be liberating and healing. His Christian personalism was reinforced by Polanyi’s
humanistic approach to the sciences.

This essay presupposes a basic knowledge of Polanyi’s post-critical philosophy and so will concentrate
on hisepistemol ogy of thesocial sciencesand how thisimpingeson ethicsand morality through anew understanding
of the person.

Polanyi’ sphilosophy of sciencebacksup Haring’ schargeagainst behaviourismthat " Skinner and hismost
ardent followers frankly confess that freedom is nothing else than an illusion."” Freedom is the very heart of
commitment in Polanyi’ sconception of personal knowing. "It regardsfreedom asliberation from personal endshby
submission to impersonal obligations." Thisfreedom must always be enlightened by consciencein its search for
those goods that rule over both individuals and the State. The person is released from individual selfish ends by
submission to impersonal universal obligations.®

Father Haring waged along struggle against theinroads of behaviourisminto psychology and ethics.® His
insightsaresupported by Polanyi’ sunderstanding of thehumanmind. Wecannot identify themindwithitsexterior
workings. That would beto fix attention on individual particularswithout achieving afocal understanding of them
as acomprehensive being. Polanyi evokes three closely reasoned arguments for the impracticability or practical
contradiction of behaviourism. He proceeds phenomenol ogically from the observation of aperson’sface. Firstly,
the particulars of the face observed in themselves are“ meaningless.” Secondly, they cannot be so observed since
they are part of a physiognomy and apart from it remain unspecified; they are tacitly perceived when grasping it.
Thirdly, itisimpossibletotracethemanifestationsof themind, “ except by reading them aspointerstothemind from
whichthey originate.” What weknow inthefirst placeisthe personwhosemind asthecentre of thought isrevealed
through hisrational activities.

Thisinsightillustrating the multipleoperational principlesfunctioning within the hierarchical ontol ogical
structure of the person throws light on human error, which has causes but not reasons.’® Responsibility represents
thehighest |evel of embodied personal existence. Every human commitment involvesalimitation of our capacities
and the possibility of failure.! “Everywhere the potential operations of a higher level are actualised by their
embodiment inlower levelswhich makethem liabletofailure.”*? Responsiblechoices may bevitiated by afailure
of commitment at any level, i.e., physical illness, mental disturbance or, at thelevel of personal responsihility, by
moral evil. Thelimitationsdefined by the parametersof our embodied existence arebut the opportunitiesoffered for
the realisation of our "cosmic vocation" in freedom.

We now turn to Polanyi’ s stancein face of the great debate that raged in Germany from the end of thelast
century and well into the twentieth and which still hasreverberationstoday: namely, what arethe origin and status
of history and the socia sciences? Are they a pure extension of the methods of the natural sciences into human
affairs? Dothey havetheir own proper matter distinct from the physical sciences? Canthey live up to theideal of
scientific objectivity? Arethere social factsthat can be probed by a value-free epistemology? Polanyi’s answer
to these questionswas already largely determined by hisrealisation that theideal of pure scientific objectivity was
impracticablein the natural sciences. It was destined to be even more so for the social sciences. They were asyet
new and asit were till rather immaturein their epistemol ogical features. Their birth should represent not so much
an emancipation or secession from the natural sciencesasaliberation from afalseideal of “value-free science” so
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that they might enjoy their own proper identity. Hereisthe sourceof Polanyi’ soriginal contributiontothisdiscussion.
Hebecamefamiliar withitstermsduring hisformativeyearsin Hungary and was personally acquai nted with Weber
and many of itsleading protagonistsin Germany, being part of thoseintellectual circleswherethese questionswere
most actual. Hisexchangeswith Karl Mannheim in England brought the sameissuesto the fore. Perhaps the most
revealing linesthat Polanyi wroteon thistopicwerehis"Bibliographical Note" at theconclusion of The Sudy of Man.
Here he takes exception to Collingwood'’ sinterpretation of "the secession of history from the domain of the natural
sciences'® and especially to how hetreatsWindelband, Rickert and Dilthey asthefountainhead of theanti-positivist
theory of historical knowledge. Hesaysthey havebeenbadly misrepresented. " Rickert doesnot say that theval uation
of historical factsisaproper function of historiography. He says, on the contrary, and arguesit in detail, that history
asasciencecan merely identify actsdeserving praise or blame, whilestrictly refraining from apportioning praise or
blame." Inlinewiththiscriticismwhileseemingly anadmirer of Weber, hevigorously opposedthecommonly accepted
"doctrineof value-freescience", which by foregoing all evaluationand limitingitsel f to description, underminesafree
society anditsinstitutions, by turning all moral and political commitmentsinto merefactsabout people’ sbeliefs. Such
avalue-freesocial and political scienceisimpossibleof realisationfor it deniesthat thereisany successful or mistaken
satisfaction of our normal standards.** He notes further that Dilthey's contribution should be seen less from the
perspective of the separation between methodol ogies of history and the sciences than from the perspective of the
movements of phenomenology, existentialism, and Gestalt psychology which he helped inspire. Polanyi proceeds
to delineate his own position as one that would develop these movements into a comprehensive understanding of
both history and the social sciencesin continuity with the natural sciences. Hetherefore refusesto be drawn onthe
guestion of the secession of history fromthesciences. Heclaimsitisuniqueasadisciplineand yet enjoyscontinuity
of epistemol ogical method with the sciences.

Hewould seemto part company with Wolfhart Pannenbergin hisclassi ¢ Epistemol ogy and the Philosophy
of Science ™ when he drawsaline of discontinuity between the natural positive sciences and the hermeneutic social
and human sciences. But is not Polanyi consistent with his theory of Personal Knowledge when he perceives just
such personal and hermeneutic elements even in the natural sciences? In his preface to that volume he says,

| start by rejectingtheideal of scientific detachment. Intheexact sciencesthisfalseideal isperhapsharmless,
foritisinfact disregarded there by scientists. But we shall seethat it exercises adestructiveinfluencein
biology, psychol ogy and sociol ogy, and fal sifiesour whol e outl ook far beyond thedomain of science. | want
to establish an aternative ideal of knowledge... the personal participation of the knower in all acts of
understanding.'®

If onefollowsPolanyi’ sthought through consistently, one discoverstheideaof an open universewith man
at its centre asits highest achievement. It is history that leads usinto an understanding of man becauseit is history
morethan any other disciplinethat unveilsthe meaning of human decision, particularly those political decisionsthat
have shaped the destiny of the humanrace. Inthefourth andfinal part of hismagnum opus, manisvisualised asthe
pinnacle of evolution, creator of the noosphere through his cultural systems and intellectual frameworks. In such
ahierarchical vision, thereisafundamental principlewhich Polanyi formul ated as*the correspondence betweenthe
structure of comprehension and the structure of the comprehensive entity which isits object.”* This presumes a
continuously graded sequence of scienceswhich correspond withtheever intensifying degreesof existence. History
does involve unique personalities and unrepeatable events. It therefore transcends the universal features of the
positivesciencesby enteringinto, or,in Polanyi’ sterms, indwelling the personalitiesand decisionsthat have moul ded
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our destiny. Hereare our heroes and saintswhom we approach with reverence and respect. "They offer opportunity
forintimateindwelling and for asystematic study of their individuality."*® Thefact that history referstoadistinctive
level of reality involves neither acceptance nor rejection of the secession of history from the sciences. The method
of history passes from that of a personal observation of other objects to an encounter with another mind and thus
to partaking in the existence of another person. Now the observer islogically related to the object of hisscienceas
ahigher to alower ontological level. When we cometo the study of man however these levels unite aswe begin to
participate in the decisions of another person whom we willingly accept as a model; his standards become our
standards:

The participation of theknower in thething he knowsincreases steadily asthe obj ects of knowledge ascend
toever higher level sof existence, andthat, correspondingly, the observer also appliesever higher standards
of appreciation to thethingsknown by him. Thesetwo trendswill combineto an ever moreampleand also
equal sharing of existence between the knower and the known, so that when we reach the point at which
one man knowsanother man, theknower sofully dwellsin that which heknows, that wecan no longer place
thetwo ondifferentlogical levels. Thisisto say that when wearrive at the contemplation of ahuman being
asaresponsible person, and we apply to him the same standards aswe apply for ourselves, our knowledge
of him has definitely lost the character of an observation and has become an encounter instead.*®

Polanyi’ sapproachto history and thehuman sciencesmay be summed upinaframework of respect whereby
we assess the moral and political worth of personsand institutions. These judgements are based on our existential
commitments, i.e., onour bodily, passionate, rational dwellinginsociety anditsspiritual and cultural traditions. There
are three ways of criticising human decisions that |ead to three types of historical fallacies.® 1). By applying our
standards without allowing for differencesin the historical or real setting of the acting person. Thisisthe straight
jacket of arationalist ideaof immutable principles. 2). By judging others’ past actions only by their past standards
asdistinct fromour own. Thissanctionsconformity and makesany criticism of standardsmeaningless. 3). Judgements
based on a materialist conception of man. Hereall actions are seen as determined by impulses of power or profit so
that human action is deprived of al moral meaning and directedness to ideals and obligations® Rationalismis
overcome by admitting the biological and cultural embodiment of all free actions; relativism is overcome by
acknowledging that every person has access to standards of truth and rightness, and determinism by commitment
to personal knowledge as the seat and source of responsible choice.

Polanyi saw that unlesswe believe and trust our scientific theories we could never achieve understanding
of their human meaningsand purposes. Haringisfull of awebeforetheachievementsof thesciences. "Thededication
and courage of our scientists awakensin us asense of admiration and gratitude." Their conquests must be viewed
in the horizon of destiny of the human person. "True humanity hasto be constantly guarded and defended. Weare
acreature of many dimensions; and only by aradical commitment to the basic value of salvific knowledge, altruism,
respect for every person’ sdignity and concern for life conditionsthat favour the growth of genuinefreedom canwe
assure gradual progress in hominization."??
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Learning to Learn:

Educating with/for the Mind-Body

Jerry H. Gill

Editor’s Note: The November 21 and 22, 1993 meetings of The Polanyi Society in Washington D. C. featured two
extended public conversations with William H. Poteat, a scholar and teacher who has encouraged generations of
studentsto explore the thought of Polanyi. Among other topics, the Washington sessionstreated teaching. Boththe
public conversationswith himand the crowd of former studentsin attendancemadeit clear that William H. Poteat was
anexcitingteacher. Jerry Gill, whowasaPh. D. student at Dukeworkingwith William Poteat from 1964-66, attended
the Washington sessions and was stimulated to produce the following reflections on teaching and on a memorable
mentor.

ABSTRACT KeyWords: learning, education, epistemol ogy, curriculum, mind-body, William Potezt.

This essay focuses on the applicaation of the notions of tacit knowing and embodied interaction to the
collegeclassroom. Topicsranging fromclassroomarrangement and discussion techniques, through curriculumand
textbook choices, to attitudes and values are address.

At therecent Polanyi Society meetingsin Washington D.C., when the discussion turned to theimplications
of Polanyian and Poteatian perspectivesfor academia, | wasableto resist thetemptation to put in aplug for my book,
Learning to Learn: Toward a Philosophy of Education. | am no longer ableto resist thistemptation and offer below
some reworked material from the chapters which seek to apply the philosophical posture worked out in this book to
the college classroom. | have sought to include both theoretic and practical considerations. My hope is that these
suggestionswill serveto stimulatefurther discussion of thisimportant topic, aswell asgreater conviviality andlearning
in our classrooms. | trust that my indebtedness to both Michael Polanyi and William Poteat will be fully evident.

| . Epistemological Themes

| am convinced that asignificant majority of college and university professorsfail to give sufficient, if any,
attention to the epistemological issues and themes which necessarily, if unconsciously, inform their choice of goals
and procedures. It would seem that some understanding of what knowledge actually is, how the cognitive process
works, and which practical patternsare appropriatetheretowoul d be exceedingly germaneto theacademic enterprise,
but unfortunately such considerations have little or no place in the training of college professors.

Perhapsthemost basicand general themethat emergesfrommy initia explorationisthat knowingisarelational
reality. The key idea hereisthat knowledge is not a thing to be possessed but an activity to be engaged in. In other
words, cognition happens, takes place in an ongoing fashion in the interaction between and among knowers and the
known. Toputittheother way around, thelatter actually arec&nsii tuted by meansof theformer. Inthisregard, knowing



isquite similar to dancing or any other active, relational phenomenon. Dancing creates both the dance itself and the
dancers, in the sense that it is incorporated into and thus participates in the ongoing development of their identity.
Knowing, too, participatesin the evolution of both the known and the knower; each isconstantly being altered by the
interaction between them, by their cognitive symbiotic relationality.

When onereflects on theimpli cations of thisunderstanding of the knowing processfor everyday classroom
procedure, especially at thecollegelevel, certain conclusionswould seemtofollow. For instance, thedirect presentation
of factsandideas, asinthetypical lecture, for exampl e, createsastatic, unilateral situationinwhich studentsareexposed
to, but havelittle or no opportunity tointeract with, theinformation. Even whenthelectureiscreativeand lively, and
after granting that the students can interact mentally asthey absorb the material, it remainstrue that the relationality
of thesituationisexceedingly minimal. When onerealizesthat at | east three-quartersof acollege student’ sclassroom
time is spent listening passively to lectures, certain shortcomings in our educational practices become obvious. In
language and laboratory courses as well as in internships, there is general acknowledgment of the necessity for
interaction between the knower and the known, although often there seemsto be minimal connection between these
morerelational activitiesand theregular classroom lecture. Teachersfrequently rely upon quizzes, examinations, and
term papers as opportunities for students to show that they have interacted with material, but far too often such
occasions only indicate the degree of passive memorization and regurgitation. What are needed are classroom
techniquesand structural proceduresthat will acknowledgeand incorporatetherelational, interactive character of the
knowing process.

Animportant dimension of therelational quality of knowing isdialogue, especially asit applies concretely
tolanguageasasocial activity. A chief formof cognitiveinteractionisconversation or discussion. Thereissomething
fundamental about the processof lingui stic exchangeof ideas, of explaining and questi oning subject matter, toactually
comprehending, exploring, and creating knowledge. When students have an opportunity to respond to ideas and
information, among themselves aswell aswith the teacher, it becomesreal and part of themin away that it does not
when assimilated silently. Thisis surely understandable when one recalls the absol utely strategic function linguistic
activity performsin the incorporation of individualsinto acommunity or into the human race.

Hereagain, however, theaveragecollegeclassroomshowslittleacknowledgment of thecrucial rol eof dialogue
torelational interaction, and thustheknowing processitself. Far too often, the discussion periods’ arenothing more
than recitation or “guess-what-the- teacher-is- thinking” sessions. In their eagerness to “cover all the important
material” and save the students from continuously “reinventing the wheel,” teachers undermine the very learning
process itself by depriving students of the opportunity to interact with the subject matter. One might be tempted to
say that in such cases the teachers are teaching but the students are not learning, except that without learning there
is no teaching.

In my own teaching | have come to the conviction that helping students learn to do philosophy is more
important than teaching them about philosophy. Of course, it isvaluable for them to know something about how the
disciplinehasdevel oped and what major thinkershavethought, and so on. Welearnto philosophi ze best inthe context
of other philosophers. However, it remainstrue that not only will students soon forget most of what Plato or Dewey
said but they can alwayslook such things up in books. What is of paramount importanceisthat they learn something
about thinking philosophically by actively engaging inthe process. I nthisway we canincreasethelikelihood not only
that they will know how tothink moreclearly and consistently but that they will not havehadtheir interestinsuchthings

18



aborted at the outset by non-interactive classroom sessions.

Another highly significant dimension of the relational character of the knowing processis necessitated by
our own embodiment. The pivot point or fulcrum of our interaction with theworld and others, aswell aswith ideas,
is, at the most bedrock level, the somatic quality of our existence. In Western thought and education, learners have
been viewed as essentially mindswhich at best inhabit, and at worst are imprisoned by, bodies. From Plato through
Descartesto Bertrand Russell and Jean-Paul Sartre, most philosophers, along with classroom teachers, havetried to
ignoreor overcomethereality that human personsare embodied. On the basisof thework of such thinkersasMaurice
Merleau-Ponty and Michael Polanyi, however, itisnow possibleto acknowledgeand evento capitalizeonthisreality.
Therelational, interactive quality of theknowing processis mediated by our embodiment, including both perception
and movement.

Fortunately, at the college and university level of education, teachers do not have to “contain” or channel
the energy and movement of their students, as do elementary and junior high school teachers. Partly for thisreason,
however, wegenerally givelittleif any thought to thisdimension of thelearning process. Inalmost all classes, students
fileintorigidly rowed seats, sometimesin relatively huge numbers, wherethey sit still and listento alecturefor about
fifty minutes. Not only istheir kinesthetic embodiment at best ignored and at worst antagonized, but their perceptual
activity isusualy confined primarily to oneaspect, that of hearing. Itisreally surprising how few professorsmakeregular
useof visual aids, especially thechalkboard. M oreover, their own movement, which can serveasapoint of visual focus
for the students, isgenerally minimal, thereby contributing to the one-dimensionality of the educational experience.

In this connection, it should not go unnoticed that the design of most classrooms, with their static, military-
like organization, and theteacher’ stendency toignoresuchthingsasvisual perspective, al so underminetheembodied
character of the knowing process. On the one hand, the seating arrangement forces most studentsto stare at the back
of other students’ headsthroughout the class hour, never actually engaging each other in face-to-faceinteraction. On
the other hand, most of the class members are situated so asto be excluded from the axis of whatever dialogue might
take place. The unilateral delivery of alecture and the straight-lined design of the seating render all but the front and
center seatsirrelevant to the dynamic of the class. Far too often, professors do not notice such things, let alone do
anything to alter them.

One way to highlight the sort of things | have been suggesting is to employ Paulo Freire’ s techniques for
consciousness raising. If one takes photos or draws pictures of the typical college classroom arrangement, a great
number of relatively submerged realitiesbeginto surface. Inadditiontothemany factorswhich contradict theembodied
character of theknowing process, such asthosementioned above, theentirethemeof relationality, includinginteraction
and dialogue, can be seento beessentially undercut. Not only arethelearners cut off from oneanother, but theteacher
is separated from them al, both horizontally and vertically. While this distance may well serve best in the simple
dissemination of information, it issurely counterproductivein relation to what constitutesreal learning and knowing.
Studentsare systemati cally excluded from interacting with the subject matter, each other, and the professor, whilethe
professor is placed hierarchically so as to deny any serious mutuality and significant exchange with students. The
pictureisnot oneof amoreexperienced |earner engaginginteractively with other learners, but of “theexpert” handing
down esoteric and privileged datato the lowly initiates.
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Thismeans, in practical terms, that the basic format of the course must be discussion. Although occasional
lecturesareclearly desirable, asaway of providing background, summation, or additional challenge, theonly way to
help students develop their cognitive skills is to structure a course around the discussion of the ideas and issues
presented in texts and lectures. In this way the ideas and issues raised by previous and current thinkers can be
transformed into problemsthat confront the studentsthemsel ves, and not simply interesting or uninteresting museum
pieces. If and only if the studentscan engagethe subject matter, sothat it becomesimportant tothem, will real learning
takeplace.

In practice, | try to set the course up as athree-way dial ogue between the texts we read, the students, and
myself. Inthebeginning thissort of format was difficult for me, sincel cometo each classwith so many ideas of my
own and so much graduate school training. | felt alegitimate responsibility to the discipline and was generally over
prepared in the sense that the students could hardly get aword in edgewise. However, over theyears, | have become
convinced, not only that my primary responsibility isto facilitate the student’ slearning to learn, but that the best way
to honor the discipline itself is by engaging studentsin it rather than teaching them about it.

A second practical goal for the college classroom isto encourage students, amid their encounter with issues
andideas, todevel opempathy for al pointsof view, especially thosewhichdiffer fromtheir own. Theability toappreciate
where aperson or ideais coming from, no matter how bizarreit may seem, isnot only importantinitsownright butis
avital aspect of being able to consider both sides of anissue. At thelevel of popular culture, we generally evaluate
ideassimply: yesor no, good or bad, | likeit or | don’t. Hel ping studentslearntothink, to analyze beforethey eval uate,
isanimportant function of education. Inlike manner, encouraging studentsto appreciate or empathi ze with apoint of
view, whether fromatext or fromtheseat nexttothem, beforeanalyzingit, isalsoacrucial function of asound approach
to education.

A great deal of the excitement, as well as the substance, of learning by discussion comes from students
interacting with each other, fromlearning to appreciate pointsof view which differinsomeway fromtheir own. Honest
discussion involves actually listening to the other person’ sideas and reasons before analyzing and evaluating them.
Too often we only rehearse our own argumentswhile another person is speaking, rather than actually trying tofollow
their line of thought. A true discussion seeks acommon goal, rather than the vindication of aparticular perspective,
and this process necessitates serious listening, a skill on which our own culture places little emphasis.

Of course, al of thisapplieswithequal if not greater forcetotheteacher. Thisisdifficultfor onewhohasspent
yearsworkingontheissuesinvolvedinagivenfield; itiseasy to becomeimpatient withthenaiveand “ wrong-headed”
character of many undergraduate ideas. However, when one actually takesthe cognitive process serioudly, aswell as
helping students learn to learn, it becomesincreasingly easier to spend more time and effort tracing and comparing
students' thoughts in classroom discussion.

20



Il. Practical Procedures

Itistimenow to consider some of the procedureswhich might be used toimplement theforegoing principles.
Asl movetotheprocedural level, | must necessarily becomeeven morespecificand thusmorepersonal. Inthefollowing
pages, | shall describe various features and procedures of my own courses, with an eyeto how they connect with key
principles and epistemological themes. Although it is my conviction that these procedures are equally relevant to
educational disciplinesand levelsother than my own, | shall leave such applicationsto those who wish to makethem.

Tobeginwith, because of the necessity of active participationto theknowing process, interactive discussion
providestheformat most conduciveto cognitiveactivity. When aclassisrelatively small, say up to adozen members,
it works quite well to structure the discussion in seminar fashion, with each class session being focused around one
or two student papersthat interact withthetextual material inasignificant way. | usually ask the studentsto summarize
oneor two major themesor movesinthe common reading and do something withthem by way of comparison, analysis
or evauation. In small classesit works very well to provide photocopies of these papers so that each member of the
classcan follow and refer to specific points of the presentation. This sort of intensive approach works best with more
advanced students, but | have used it to good advantage with relative beginnersaswell. With middle-sized and larger
classes the discussion format needs adlightly different focus. | divide the classinto smaller groups, of four to eight
students each, rotating them in such away that adifferent one has the responsibility of sparking the discussion each
day. Depending on the size of the class and the number of sessions available, each group gets between three and six
rotations in a given semester. This arrangement not only gives everyone some concrete opportunity to participate
directly in the discussion, but it gives me a chance to get to know each student on something of an individual basis.
| usually spendthefirst twenty tothirty minutesdrawing out and summarizing thestudent’ svariousideasand positions
onthe chalkboard aswesitinasemi-circlein front of the class. Then we open up thediscussion to therest of theclass
for further observations and questions.

Theseating arrangement for thesedi scussionsisextremely important. Itisagreat helpif thereisasmall stage
infront, or if theclassroomistiered, asthisreally facilitatesfull class participation. Also, the semi- circle of students
inthefront should not exclude those students on the outside rows of class. If possible, | try to curve these latter rows
so asto create an amphitheater effect. Although | move around quite abit as| “take notes’ on the discussion on the
chalkboard, | try to spend agood deal of timeseated and listening aswell, sincethiscounteractstheteacher’ stendency
todominatethediscussion. All of theseproceduresaredesignedtoreflect thesimpl erealitiesof theembodied character
of the knowing process.

When each group takes its turn at sparking the class discussion, the members of the group prepare short
papers, usually oneto three pages, in which they focuson animportant point intheday’ sreading, takeaposition with
respect tothe point, and givetheir reasonsfor taking thisposition. In addition to guaranteeing that each group member
has at least one thing to contribute to the discussion, these papers, which are handed in after class, provide several
opportunitiesfor metointeract witheveryonetakingthecourse. | try tomakeasmany hel pful and eval uativecomments
on each paper as | can, and amost always return them at the next class session.

Respect for studentsas personsentail s prizing them asunique and as having certain capacitiesand potentials
whichwarrant appreciationand devel opment. If ateacher takeshisor her vocationasa“ calling,” whichishow | interpret
my own experience, then each student will be viewed as intrinsically special, indeed, as “sacred.” Each student
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progresses at a different pace from other students. Whatever degree of respect and patience | have developed for
students has resulted from the fact that | experienced these qualities in many of my own teachers, all the way from
grammar school through college. | wasbotha* slow learner” and “ culturally deprived” asayoungster, which resulted
inmy being aproverbial “latebloomer” in college. If my teachers had not exhibited profound respect for and patience
with me asaperson, | would never have become ateacher.

The first am in my own classroom practice is to treat students as adults, as colleagues in our common
educational experience. Of course, students between the ages of seventeen and twenty-two are not adultsin the full
sense of the term. However, | am convinced that it isonly by relating to them as adults that they will become adults.
Inmany wayscollegefunctionsasariteof passageinour culture, aprocessby whichyoung peoplebecomefull members
of society. In other words, college students are on the threshol d between childhood and adulthood, and the best way
toassist them acrossthisgreat divideistorelatetothem asif they already werefull, albeit new, members. Thewhole
climate, in the classroom and outside of it, needs to convey one's commitment to this basic belief.

Onecrucial way to expressthisfundamental commitment to the adult personhood of studentsisto structure
each course so as to maximize their sense of having responsibly for their own education. This means that one must
eliminate, asfar aspossible, al such hand holding devicesas seating chartsand roll-calling, aswell asthe“ threatsand
prizes’ approach to motivation represented by pop-quizzes, elaborate point systems, and so forth. In my own
experience, theabusesthat result from removing suchmodesof control arefar outweighed by thelong-term attitudinal
and behaviora transformation which occurs with the majority of students. Moreover, those who have “ succeeded”
within the constraints of such techniques have accomplished only that, and have not been assisted to grow toward
responsible adulthood.

Another important meansof expressing one’ scommitment to each student’ sindividual worth and adulthood
pertains to the tone of one's voice when talking to students, whether individually or as aclass. It isimpossible to
overemphasizethe significance of thisintangiblefactor, but itisalmost asdifficult to put one' sfinger onit. Timeand
time again, year in and year out, | have heard students complain about, and have frequently experienced first-hand,
teachers speaking to students in a demeaning and condescending tone of voice. Thispracticeisasoffensiveasitis
subtle, and for themost part it becomesamatter of habit without theteacher even being awareof it. Neverthel ess, there
is nothing more debilitating to the students’ senses of self-worth, to say nothing of being cognitively counter-
productive, than this sort of behavior.

Itisabsolutely essential to therelational and devel opmental character of the knowing subject to encourage
each student’ s full participation in the cognitive process. Moreover, if oneisinterested in conveying and modeling
theideathat al sidesof anissueand everyone’ sopinionshavearight to beheard, aswell asunderscoring the necessity
of social interaction tothe achievement of knowledge, then one must both encourage and take seriously each student’ s
contribution. Thelimitationsof time, along with the occasional opinionated student, must betakeninto account here.
Also, althoughall opinionshavearight tobeheld and heard, not all areof equal cognitiveworth. Whenall thisistaken
into account, however, the fact remains that fundamental respect for and encouragement of studentsis as necessary
to developing cognitive skills asit is frequently absent from typical educational enterprises.

Another major goal of my overall approach to the classroom is, of course, the development of standard
intellectual abilities and habits. This concern focusesin the linguistic dimension of the social aspect of personhood
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and knowing, for languageisboth the air we breath and the body weindwell, socially and cognitively speaking. Thus,
in my own classroom | place avery high value on discussion, which includes both talking and listening, and writing
of various kinds. In helping students understand and develop various aspects of cognitive activity, a teacher must
not only identify, explain, and practice them, but must a so provide opportunity and encouragement for the students
todolikewise. Obviously, thismeansthat theteacher must talk | essand the studentsmust talk more; thisisahard saying
for thoseof uswhoarewdll trained, and even harder if wehappento beverboseor extroverted. Neverthel esss, students
learn to think in and through language, both written and spoken, and must be given ample opportunity to do so. This
does not mean that every minute must be filled with talking; deep and clear thought often needs silencein which to
ferment.

L et mereemphasizethat the social, relational dynamicsof the classroom constituteitsvery axis. Theaimis
to create an atmosphere which causes studentsto look forward to the class, to feel respected and needed in the pursuit
of knowledge, and to respect and rely upon each other in these endeavors. On more than one occasion, | have have
had to arrive ten to fifteen minutes | ate to a class where the students had gone ahead with the discussion, since the
rotating group format was already in place and familiar. | dlipped into the back row of seats and observed the social
dimension of cognitive activity in process. Whatever misgivings | may have had about the shortcomings of such
teacher-lessdiscussionswerefar outweighed by thesati sfaction derived from hearing anumber of studentsremarking,
asthey left the classroom: “ That's amazing; we were actually educating ourselves and each other!”’

Indiscussions, aswell asonthestudents’ papers, itisof utmostimportancetorespect all commentsand points
of view, constantly trying to connect them to theissue at hand aswell aswith broader issues. | try to involve asmany
personsaspossibleintheconversation, toframemy own contributi onsintheform of questionsrather than conclusions,
andto cultivateakind of community or team spiritinwhich everyoneworkswith each other inthe devel opment of the
topic. Frequently, students will interrupt or demean each other’s contribution to the discussion, and at such points
| try to encourage mutual respect for and attention to both the student who is speaking and the topic at hand. All such
“guiding” in the discussion process must be done without belittlement or officiousness but with gentleness and, one
hopes, with humor.

Thesesameconcernsand practicesapply with equal validity to one’ sconversationswith studentsabout their
writtenwork. Criticismsand commendationsneed to beexpressed in aconcreteand positivetone, and studentsshould
beencouraged to continuethedial ogueabout their work by talking withtheteacher, writingcommentsonthecomments
they receive, or evenrewriting the paper. | usually haveafew studentswho writeanumber of extrapapersinresponse
tomy remarksontheir regular ones, and even somewho carry on asemester-long correspondence. | generally ask all
studentsto hand intheir earlier paperswith each ensuing paper so we both can have my previouscommentsavailable
for ready reference.

By operating according to the foregoing theoretic principles and classroom goals, it is possible to discuss
with students absolutely any topic with maturity and insight. Although one cannot require responsible thought and
behavior, it isequally true that one cannot enabl e othersto achieve these goals merely by thethreatsand prizes of the
traditional grading system. However, by relating to studentsasif these qualitiesare expected, more often than not they
becomeareality. By expecting thoughtful and mature contributionsto the discussion of such awiderangeof difficult
subjectsassexuality, racism, homosexuality, religiousbeliefs, poverty, and war, students, whatever their backgrounds
and abilities, will grow into them. Even the obtuse and abstruse complexities of philosophy can be explored with
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undergraduate students if one assumes and acts as if they will be able to do so.

[11. Mattersof Curriculum

The obviousimplication of this point of view isthe importance of structuring aclassroom program so that
students have ampl e, indeed primordial, opportunity to engage each other in discussion concerning whatever subject
matter may be deemed important. What is not so obvious, however, istheimplication that thisdialogical interaction
should also involvetheteacher. The chief difficulty isthat, by and large, teachersare not familiar with the dial ogical
modeinrelationto students. Tolecture and answer questionsfrom studentsisonething, and to observe and supervise
them discussing with each other is still another thing. To participate in area discussion with students, as a more
experienced but equal learner, isaltogether adifferent thing. Not only have few teachers themsel ves been educated
to do this, but the entire academic process has conditioned most of us, no matter how “enlightened,” to operate from
an authoritative posture in relation to students.

Itisadifficulttask tore-tool ourselvestorel ateto studentsin adial ogical mode. Wemust rethink such obvious
things as curriculum setting and activity patterns, but al so such subtlethings astone of voice, the ability tolisten, and
not always having the last word. Although it can sometimes be humbling and painful, having someone tape one's
classroom procedures, so that one hears and sees oneself in action as an authoritarian dispenser of information, is
extremely valuable. In addition, allowing students to see one's own thought process, whether oraly or in writing,
including mistakes and corrections, goes along way toward helping them feel that they, too, can learn to overcome
their difficulties and mistakes. Being exposed to how a more experienced learner goes about this process enables
students to learn how to learn.

| haveworked at remembering that, even asit isimportant for my studentsto learn the vocabulary and mode
of thought integral to the subject matter of our coursetogether, soitisimportant for meto know the value system and
interestsof their livesoutsidetheclassroom. If | wishthemto speak “ my language,” asitwere, | mustbewillingtolearn
“their language.” Even though the world inhabited by students may not seem very significant to teachers, it is
absolutely important to remember that not only does it provide a hel pful means to communicate with them and thus
“educate” them, but it istheworld of the personsto whom we have dedicated our help. Frequently studentswill loan
meabook or record or invitemeto attend someevent whichthey valuehighly. | try al waysto engage such opportunities,
not only for their sakebut alsofor mine. | invariably learnfromtheseencounters, and my studentsaremotivated thereby.

In choosing textbooks for dialogical learning there are several factorsto bear in mind, in addition to such
obvious concerns as appropriate topic and level. Oneisto ensure that a solid variety of points of view on the issues
involved is represented; true dial ogue requires the incorporation of differences and alternatives. Another important
factor istheinclusion of different cultural perspectives. For too long in America, and even in the Western tradition,
we have conducted our educational programs asif other cultures, including the minoritiesin our own society, were
inferior at best and nonexistent at worst. Asthe demographicsof our shrinking world clearly indicate, thisisnolonger
possible or wise. A third, related factor pertainsto the desirability of using textswritten by, or at least including the
writing of, female authors. Not only is this a valuable and increasingly significant aspect of our own cultural
development, but it contributesagreat deal to the reeducation and broadening of both malesand femal eswith respect
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towhat constitutesafully human person. Onesimplefact to bear in mindisthat inalmost al collegesand universities
in the West, females far outnumber males; it is only appropriate from amotivational and modeling point of view to
capitalize on the use of women writers and thinkers.

Studentsneedto beenabl edtorecognize, explore, and draw conclusionsabout therel ational interconnections
between and among thevariousdimensionsof thereal, thetrue, and thegood which they encounter withinand outside
the classroom. This, of course, requires that teachers be able to model and engage students in this sort of cross-
disciplinary interaction. Whileitisvery important for teachersto continual ly broadentheir knowing, even at theexpense
of their own expertise, itisalso helpful torealizethat it isnot necessary to know agreat deal about afield or anissue
in order toinquire or guide othersinto it. What is necessary isan interest in avariety of subjects and acommitment
to the process of learning to learn. At one point Whitehead defined agood teacher as* an ignorant person thinking.”

Another principlefor curriculum devel opment flowing frommy di scussion of themediational and contextual
character of theknownisthesignificance of concreteor action-oriented education. Beginning with my analysisof the
knowing process, through the examination of the nature of the knowing subject, and including my exploration of that
whichcanand should beknown, | haverepeatedly emphasi zed thepivotal character of embodied and social interaction.
Knowing, knowers, and theknown areall afunction of symbiotic processes; they giveriseto and sustain oneanother,
even as dancing, dancers, and the dance yield and define one another. It is not surprising that an educational posture
based on such arelational and reciprocal understanding of cognitive activity should stress the importance of active
involvement in both the physical and social dimensions of itsprogram. Without this concrete behavioral component,
educational curriculawill remainabstractand“intellectualist,” failingto connect with and affect thelivesof thestudents.

By means of our traditional, elitist approach to education policy we have consistently placed intellectual
activity above and as more important than physical activity. However, we have aso interpreted the former as the
acquisition of informationand conceptsrather than asthepracticeof cognitiveskills. Itisthisbifurcationagainst which
Dewey fought in his effortsto restore the pragmati c center of the educational enterprise. In hisview, educationisnot
preparationfor life, whether intheformof mindlessskillsor intheformof inert knowl edge. Rather, sincelifeiseducation,
at the most fundamental level, education must also belife.

Oneof the" master teachers’ | was privileged to study withisWilliam H. Poteat, recently retired from Duke
University. In someways, Professor Poteat’ s pedagogical posture was the very opposite of many other teachers. |
cameinto Poteat’ s classes having spent four yearsteaching according to the principles and example offered by other
teachers. At first, | was surprised, even frustrated, by Professor Poteat’ s seemingly disorganized approach to class
discussion and complete disuse of the chalkboard. However, it soon became clear that he was able to share a deep
and overall grasp of the issues involved in the text, together with their implications and presuppositions. At the
beginning of each class, Professor Poteat would summarize our previousexploration and useit asapoint of departure
for thecurrent discussion. Theclasssessionitself ranged far and wide, with many students contributing what seemed,
at best, to becollateral observations. Professor Poteat operated compl etely without notes, except for hismarkingsand
summaries on the pages of the texts.

Asthe term progressed, however, | became aware that | was in the presence of an extremely brilliant and
effective scholar-teacher. There seemed to be nofield or thinker with which Professor Poteat was unfamiliar, and he
often effectively summarized various positions and i ssuesfor those of uswho werenot aswell informed. Our subject
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was philosophy, but our teacher, ranged broadly and deeply acrosshistory, psychology, religion, the arts, and natural
science. Moreimportantly, hewas not primarily interested inimparting his knowledgeto us, but in hel ping uscome
tounderstand and wrestlewiththeissuesfor ourselves. Itwasfor thisreasonthat hewasuneasy with my own penchant
for diagrams; he thought that they could too easily be construed as summaries of “the truth” by the students.
Unfortunately, thisseemed to makehimdistrustful of usingthechalkboard at all. | think histeaching would havebeen
improved by theincorporation of someboard work, for itisan extremely helpful way of tracking thetwistsand turns
of aclass discussion.

The most impressive characteristic of Professor Poteat’ s teaching style was his ability to integrate a deep
commitment to and knowledge of issues and ideas with an extremely personable and informal atmosphere. Without
inany way being aclown or ‘ performer,” he could cometo class wearing acowboy hat acquired on arecent hunting
trip to Wyoming, or begin each class with the latest good news/bad news joke. Whenever he listened to a student
speak, in class or met one on campus, heinteracted with them asif they werethe only person present. | wasfortunate
in having Professor Poteat as my dissertation adviser, for he offered realistic guidance and assistance together with
personabl e encouragement and understanding. One of his colleagues once described him as* aperson who could tell
youthat hewasanything from an antiquebook deal er toaTexasoil magnateand youwould comeaway believinghim.”
In short he is an extremely knowledgeable and convincing person.

Professor Poteat asked students to prepare three-page papers on topics of their choice from whatever text
wewereworkingon. If it wasasmall class, wetook turnsreading these papers; otherwisewe simply handed themin
after class. The challenge of doing aresponsiblejob on, say, “Kierkegaard's Notion of Faith” or “The Meaning of
‘Meaning’ inWittgenstein’ sPhilosophical Investigations” wastruly formidable. [twasherethat | begantolearnhow,
in Professor Poteat’ swords, to “ go for thejugular; once you have brought the beast down, you can carveit up at your
leisure.” The use of repeated short papers, in which students focus on an issue in the text and take a position onit,
completewith reasons, has been acrucial aspect of my own teaching method ever since. Thewriting of such “thesis
papers’ is not the only skill worth learning, but it isan exceedingly helpful one, both for students and those in other
walksof life.

Themostimportant thing| gai ned from Professor Poteat wasagreater confidenceinthelearning processitself.
Hetrusted himself and hisstudents, together engagein cognitiveactivity, to beabletolearn and hel p each other learn.
Hereisavery learned personwhoissoinvolvedinlearningtolearn, andin enabling otherstolearntodolikewise, that
he and they cannot help but do so. Professor Poteat was not as much worried about getting all the information and
interpretations exactly right as hewas concerned with approaching themin afashion that would allow fellow learners
continued and enriched learning. This attitude, this way of life, was pointedly illustrated one day when a student
complained about the direction of our conversation by saying “But surely this is a psychological question, not a
philosophical one.” Professor Poteat simply grinned broadly and replied, “I don’t know about that, but it sure is
something interesting to pursue, isit not?’

My own teaching is not as open-ended and free-wheeling as Professor Poteat’s. | havetried to combinethe
ordered rigor and constant use of thechalkboard with thebroadly interdisciplinary and personal character of Professor
Poteat’s style. In addition, | have been strongly affected by the somewhat “radical” ideas of the 1960s, Dewey’s
pragmatism, and Freire’ s“politicism.” All of these emphaseshavebeenwoveninto my particular personality andlife
experiences, even asthose of my mentorswere woven into theirs. What we al havein common isacommitment to
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theparticipatory natureof cognitiveactivity. Our common stressisupontheneed of studentstolearntolearnby being
involvedindial ogical interdisciplinary, and responsibl einteractionwith other learners, including themoreexperienced
learners, “teachers.”

All of thisboils down to adefinition of teaching asaform of learning. Theteacher teaches best who places
the learning process at the axis of teaching, both in theory and in practice. | have often joked with students that the
whole enterprise of higher educationisa"cover" for away of allowing professorsto go on learning and get paid for
it. Inmy own case, thisisnot far from thetruth; | have alwaysfelt abit uncomfortabl e taking money for doing what
| would chooseto do anyway if money were not aconsideration. Inmy view, teachingisprimarily aform of learning,
away of continuing to participatein the dance of cognitive activity and helping otherslearnto do so at the sametime.
Surely, there are few vocations so important and so rewarding. To borrow and alter the title of Joe DiMaggio’'s
autobiography, | feel extremely “lucky to be ateacher.”
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Of Mind and Meaning

Robert P. Doede

ABSTRACT Key Words: cognitive science, naturalization, original semantics, persona agent, event-causation.

Thispaper examine' s Jerry Fodor’ sattempt to naturalize the human mind by encompassing it within a new
mechanistic ontology. It then explores Polanyi’sview of mind’s embodiment and meaning’ s emergencein an effort
to uncover some fundamental incoherencies in Fodor’s naturalization project.

Themodern digital computer has revol utionized theway wethink about thinking and mind’ sontology. The
computer (or so some claim) is an example of an information processing system that might (given the appropriate
program) shareour psychol ogy, without al so sharing our physi cal organization (Fodor 1981: 9). Jerry Fodor, apioneer
in cognitive science, is convinced that the modern digital computer holdsthe secret to naturalizing the human mind,
i.e., renderingit explicableintermsof natural science.

Inanattempt to extendthe 16th century metaphor of theworl d-machineto encompasshuman cognition, Fodor
seekstoexploitthecomputer asan existenceproof, demonstrating that cognitionisreproduci bleby machines: machines
that manipulate symbol s according to rules sensitive only to the symbols’ physical structure. Fodor, however, gives
the machine metaphor anew twist. Nolonger isthe paradigmatic machine aclock, aphysical contraption subject to
physical laws. Rather, Fodor appealsto what is known as a“virtual machine,” an abstract device whose structure
consists of abstract rules that operate on explicit symbols.

Fodor deploys the concepts developed in the modern synthesis of linguistics, proof theory, information
theory, artificial intelligence, and neuropsychol ogy, known asCognitive Science (henceforth, CS), toyield afunctional
and naturalized(i.e., non-anthropomorphic) analysisof intelligence: onethat isindependent of physicsandyet wholly
mechanistic in intent. But, as| hope to demonstrate in the following pages, Fodor’s CS nonethel ess rests upon an
anthropomorphism, however morerarefiedit may be: instead of ascribing human propertiesdirectly to nature, hefirst
ascribesthepropertiesof humanartifacts, viz., virtual machines, to nature(i.e., our neurophysiology), and then appeals
to these propertiesin his effort to naturalize the mind.

Inthepagestofollow, | not only exploreFodor’ sproject of naturalizing thehumanmind, | also devel op (what
| taketobe) Michael Polanyi’ sview of mind’ sembodiment. | believePolanyi’ sviewsilluminatesomeof thefundamental
inadequaciesnot only in Fodor’ s program, but in any account of the human mind pitched at asub-personal level, i.e.,
alevel of analysisthat goesbeneath the consciousintentions, actions, and avowal s of the personal agent and purports
to explain these in terms of processes and events to which the personal agent lacks both intentional and conscious
access.
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Fodor onHuman I ntelligence

Quite simply, Fodor believesthat human intelligence isasymbol-driven, rule-governed, physical phenom-
enon (Fodor 1981: 23-24). Thatis, asmuchasH20 isthescientific essenceof water, sotoo theessenceof intelligence
turns out to be manipulation of symbolsaccording to rules. Fodor contends that “the only psychological models of
cognitive processesthat seem even remotely plausible represent such processes ascomputational” (Fodor 1981: 27).
He agrees with hisfriend and fellow cognitivist, Zeno Pylyshyn, that cognition and computation are “ species of the
samegenus’ (Pylyshyn 1984: xiii), i.e., both arerule-governed operations on asymbolism. Let’ stakeamoment and
unpack the idea of “computational process.” What exactly isit?

The short answer to this question is “anything that is Turing-machine computable.” But, again, what does
it mean to be“ Turing-machine computable” ? Sufficeit to say that any question whoseanswer may be gained through
an agorithm is Turing-machine computable. An agorithm is arule that is free of ambiguities, vagueness, and
approximation, and that, in afinite number of steps, answersaquestion. Algorithmsare ruleswhose applicationsto
(pre-specified) variables result in definite conclusions, “yes’ or “no” answers.

Propositional logic isagood example of acomputational process. It has symbolsthat function asvariables,
and rules specifying the operations that might be performed on them. There are three things to notice about
propositional logic that are characteristic of all computational processes (here see Haugeland, 1985: 99ff):

(1) Itisaformal system: aformal system hassyntax alone; itisbereft of semantics. Itssymbolsand
rulesconstituteastrictly notional world, delineating logical possibility, andthusbearingnorelations
to the contingencies of the empirical world. Thatis, aformal systemisn’t about anything until its
symbolic atoms are assigned interpretations. e.g., “p” stands for any atomic proposition in any
natural language.

(2) Itisaperfectly definite system: its primitive data-structures have truth values that are wholly
explicit, without ambiguities, vagueness, or approximations (either “T” or “F” is assigned to its
primitives).

(3) Itisafinitely checkable system: all of its permissible transformations may be proven valid by
referenceto afinite number of rules (algorithms).

All computational processes are digital in nature: adigital system is a system whose every state is discrete (not
continuous or partial)--a system that moves from state to state by sudden jumps from one definite state to another.
All digital systemscan, therefore, beautomated, i.e., thea gorithmsdescribing their statetransitionscan bemechani zed.
Hereisthelink to Turingmachines: if the mental processesresponsiblefor humanintelligencearereally computational
processes, then these mental processeswill, like all computational processes, have purely syntactical necessary and
sufficient conditions, and thusbewholly susceptibleto mechanistic cumnaturalistic explanation--humanintel ligence
will be mechanistically generable. All one hasto doisdiscover the program that underliestheintelligenceand run it
on auniversal Turing machine.
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A universal Turing machineisavirtual machine: amachinemadeof rulesnot wires, an abstract specification
of thefunctional structure of avery simple computing devicethat can functionally imitate any computational system.
Theideaof auniversal Turing machine helped entrench the now common distinction between amachine’ s software
and its hardware. It showed how avery simple hardware could embody an unbounded number of softwares; how a
singlegadget could becomeauniversal imitator of any and every instance of formal information processing; how very
complex information processing reduces to some very simple mechanizabl e operations; how the brain (neuroware)
could think (run) an unbounded number of different thoughts (programs).

A home computer isaconcrete example of auniversal Turing machinethat, in somewholly natural fashion,
harnassesthe causal structure of itshardware to realize the computational operations represented by the softwarerun
onit. Soit would seem that if Fodor and the cognitive scientists are right, and cognition and computation really are
“speciesof thesamegenus,” then Turing machinesreveal how wemight go about naturalizing cognition by conceiving
it to be just abiological instance of the software-hardware interface found in one’ shome computer. This, infact, is
precisely the line Fodor wishesto follow.

TheComputer’sTuringMachine: TheMachineCode

Exactly how doessoftwareharnassacomputer’ shardware? Thisisalongand complicated story. Fortunately,
to understand Fodor’ s computational theory of mind, we need only concern ourselves with a minimum of technical
notions.

First, let’ s consider the notion of hardware. Hardwareisthe“nutsand bolts.” On aconventional computer,
the hardwareisthe physical stuff whose behavior isdictated by physical laws; it is subject to the laws of gravitation,
Ohm'’ slaw, etc. Thehardwareusually consists(among other things) of acentral processor composed of silicon micro-
processors and all kinds of electronic gadgetry that is engineered (hardwired) so that the on's and off’s of its
microswitcheselectronically mimicthebinary states(T’ sand F' s) of three Bool ean | ogical operations, AND, OR, and
NOT.

Now add the notion of machine language (henceforth, ML). A computer's ML is the abstract binary
specification of thecomputer’ smost basi cfunctional structure, theway inwhichitshardwired|ogicgates(microswitches)
arelinked. Thisiswhy ML may beviewed either asthetop of the hardwarehierarchy, or asthe bottom of the software
hierarchy. Asabuilt-in code of primitive symbols and rules, it enables the hardware to receive instructions (each
instructionwritteninmachinecodeeli citsaunique operationwithinthemechani sm) from programmers(viaassembly
language), and thus servesasauniversal Turing machine, enabling the computer to imitate any computablefunction.
In the end, the ML determinesthe state of the computer; every instruction a programmer givesto the computer must
ultimately be encodedinto the monotonousstringsof “0's” and“1's” that defineitsM L and dictateitsstatetransitions
and output. The only thingsthe machine code can be used to talk about are the states and processes of the computer
itself (itisthecomputer’ slanguage of self-description). So hereisapictureof amachinewhosestatetransitionsaren’t
determined by (although dependent upon) physical laws. the computer moves from discrete state to discrete state
according to the dictates of the electromagnetic syntax of the ML that its circuitry has been engineered to embody.
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We areready now to consider Fodor’ s human equivalent of ML, what he calls*“the language of thought” or
“Mentalese.” The language of thought, on Fodor’s view, is the human universal Turing machine whose primitive
neurophysical symbolsand rules drive human intelligence (Fodor and Pylyshyn 1988: 13).

TheHuman TuringMachine: ThelL anguageof Thought

Fodor considers how thought could be about something el se, how one bit of theworld (abrain state) could
be about ancther bit of theworld (astate of affairs). He' s convinced that thought, like language, must haveamedium
of representation, and that this medium of representation, like language, must also have arule-governed structure (a
grammar). Without alanguage-like medium of representation, he argues, we would not have the dlightest idea how
our thoughts could mean something or betrueor false. Moreover, he contendsthat, if this medium of representation
didn’'t have arule-governed structure, we would have no idea how thoughts could combine and decompose leading
tovalidinferences. Heiscertain that we can think about things, make rational choices, perceivetheworld, or learn
concepts, only because we are born (innately endowed) with ahard-wired medium of structured representation--“the
language of thought” (henceforth, LOT).1 Inshort, if we canthink, perceive, or makedecisions (al inference-driven
behaviors, according to Fodor (Fodor and Pylyshyn 1988: 30), we must haveaninternal propositional codeinwhich
we formulate hypotheses about the world, build models of the world, and test theories about the world. That is, the
etiology (causal antecedents) of intelligent behavior isa series of computational transformations of propositionally-
structuredinformation embodied in human hardware, theel ectrochemical transformationsof LOT'ssymbolsistaking
placeinthecentral nervoussystem (CNS) (Fodor 1975: 52).

Fodor takesachild’ slearning of anatural |anguageasan exampleof concept learning: hebelievesall concept
learning is accomplished by formulating hypotheses and then testing them in the representational medium of LOT
(Fodor 1975: 58). Onecannot learn alanguage, according to Fodor, unless one already knows one (Fodor 1975: 65).
And the language we all already know prior to learning our natural language isthe LOT. By virtue of thisinnate
endowment, this private but universal Turing machine, a child learns its mother tongue:

Learningalanguage. . . involveslearning what the predi cates of thelanguage mean. Learningwhat
the predicates of the language mean involves learning a determination of the extension of these
predicates. Learning adetermination of the extension of the predicatesinvolves|earning that they
fall under certainrules(i.e., truth rules). But one cannot learn that Pfallsunder R unlessonehasa
languageinwhich Pand R canberepresented. Soonecannotlearnafirstlanguageunlessoneal ready
has a system capable of representing the predicates in that language and their extensions. And,
on pain of circularity, that system cannot be thelanguagethat isbeing learned. But first languages
arelearned. Hence, at | east somecognitiveoperationsarecarried out inlanguagesother than natural
languages(Fodor 1975: 63-64).

Fodor appeals to the relation of ML and programming language to give some empirical plausability to his rather
incredible view of first language learning. In acomputer, the ML isauniversal Turing machine that functionsasa
metal anguage encoding the instructions of programming language (object language). So too, claims Fodor, the
predicatesof thenatural languagethat peoplelearnareencodedinthe LOT in which computationsare performed that
are token-identical to human thought (Fodor 1975: 66). So learning afirst language is a matter of both compiling
(encoding) anatural languageintoone’ sLOT andthen using one' sLOT to formulate hy potheses about the extensions
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of itspredi cates--quiteacomplicated task for ayoungster to perform. Fodor, however, isn’t too concerned about how
a youngster, wholly ignorant of formal grammars and hypothesis-testing methodology, could perform the rather
sophisticated grammatical andinferential tasks Fodor’ stheory requiresof himor her. Fodor simply maintainsthat all
this fancy foot work is the unconscious and, therefore, subpersonal doings of the youngster’s built-in neurophysi-
ologically-embodied LOT (Fodor 1975: 52).2

He admitsthat this position may appear scandalous, but refusesto take it as areductio because no serious
alternativeto histheory of first languagelearning hasever been proposed (Fodor 1975: 82). Heisquitewillingto“bite
thebullet” here, solong ashe can “eat hiscake” later (Fodor 1975: 52). | propose, in alater section, to point theway
to aPolanyian alternative to his computational account. But before | turnto Polanyi, | shall outline Fodor’ s account
of how the syntactical scaffolding of the LOT acquires semantic content.

Fodor onHowtheL OT AcquiresaSemanticDimension

Thedivision of hardware/softwareintrinsic to the cognitivist commitment to the computer model yieldstwo
networksof relations, the causal andtheinferential. Fodor’ sideaisthat if wecan establish evenapartial isomorphism
between the two, we have away of understanding theinferential regularitiesthat underpin humanintelligence, make
ascience of cognition possible; i.e., why, for instance, we can know that Bill believes (if only tacitly) that “the sky is
clear” if wealsoknow that Bill believesboththat “ either itisraining outsideor thesky isclear,” andthat “itisnot raining
out.” The problem isfinding anaturalistic means of linking the causal mechanisms of human neuroware (brain and
CNS) to the inferential regularities of human software (psychology), regularities that are sensitive to semantic
properties. Fodor, relying on hisargument that cognitionrequiresalanguage-like medium of representation, contends
that “ computers show us how to connect semantical with causal propertiesfor symbols’ (Fodor 1985: 93).

OnFodor’ sview, thecausal propertiesof asymbol intheLOT (i.e., thebrain’ sneurophysiol ogically embodied
eqivalent to binary digit in acomputer’ sML) get connected to the symbol’ s semantic propertiesin amind’ sthought
life(i.e., themind’ s equivalent to an instruction in acomputer’ s program) viathe symbol’ s syntax. Fodor explains:

Thesyntax of asymbol isoneof itssecond-order physical properties. To afirst approximation, we
canthink of itssyntacti c structureasan abstract feature of its(geometri c or acousti¢) shape. Because,
toall intentsand purposes, syntax reducesto shape, and becauseasymbol isapotential determinant
of itscausal role, it isfairly easy to see how there could be environmentsin which the causal role
of asymbol correlateswithitssyntax. It seasy, that isto say, toimagine symbol tokensinteracting
causally in virtue of their syntactic structure. The syntax of asymbol might determine the causes
and effects of itstokeinngsin much the way that the geometry of akey determineswhich locksit
will open (Fodor 1985: 93).

So now all Fodor hasto doisfind away of construing the syntactical relations between symbolsso that they
mirror thesemantical rel ationshol ding between symbols. Andhismeansof doingthisareready-to-hand: proof-theory,
seen from avery great distance, does exactly this (Fodor 1985: 93). Proof-theory showsthat, for formal languages,
“the semantic relation that holds between two symbols when the proposition expressed by theoneisimplied by the
proposition expressed by the other can be mimicked by syntactic relations in virtue of which one of the symbolsis
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derivablefromtheother” (Fodor 1985: 93). Thus

Itwould not beunreasonabl eto describe Classi cal Cognitive Scienceasan extended attempt toapply
the methods of proof theory to the modeling of thought. . . . Classical theory construction restson
the hopethat syntacti c anal ogues can be constructed for nondemonstrativeinferences(or informal,
commonsense reasoning) in something like the way that proof theory has provided syntactic
analoguesfor validity (Fodor and Pylyshyn 1988: 29-30).

Armed with the notion of aTuring machine, all onehasto do isimagineamachinewhose statetransitionsare dictated
solely by the syntactic properties of it symbols, and whose operationsonits symbolsare entirely aternations of their
shapes. If thismachineisso engineered that it will transform one symbol into another if and only if the symbolsstand
in acertain semantic relation, say as premiseto conclusion (under someinterpretation), then we have the cognitivist
resourcestonaturalisticaly (i.e., mechanistically) explicatethelinkagebetweenthecausal propertiesof our neurophysi-
ol ogy and the semantic propertiesstructuring our mental lives. “ Theideathat thebrainissuch amachine,” saysFodor
“isthe foundational hypothesis of Classical cognitive science” (Fodor and Pylyshyn 1988: 30).

In short, Fodor believes that the physical shape (syntax) of symbols making up our LOT links the causal
properties of our neuroware (brain and CNS) to the semantic properties of our programs (minds) by virtue of an
isomorphism of syntax and semantics presumably engineered by evolution. But, of course, it is obvious that Fodor
is here working with a very anorexic notion of semantics. Semantics involves a whole lot more than mere truth-
preservation,i.e.,formal validity. What about semantic propertiesof referenceand meaning? Thesesemantic properties
are notoriously intractable to formal reconstruction, and yet foundational to the natural languages in which we
consciously configure our lives.

Fodor’ sAmbivalenceT owar dsSemantics

BecauseFodor reliesso heavily ontheserial symbol-mani pul ating operationsof theclassical digital computer
to represent the kinematics of human intelligence, he often gives short shrift to the issue of original semantics.
Computers running specific programs already have arich semantics given to them by the programmer and user, and
sinceFodor believeshemakesreal progressinresol ving sometraditional problemsinthephilosophy of mind by relying
on the computer for his cognitivist speculations, he feels no compunction for not having a naturalistic account of
original semantics, how theinternal mental representations of hisLOT “have semantic propertiesin, one might say,
thefirstinstance. ... atheory of how mental representationsrepresent” (Fodor 1981: 31). Ashe openly admits, “one
cando quitealot of cognitive science without raising foundational - or, indeed, any - issues about the semanticity of
mental representations” (Lycan[ed.], 1990: 315).

Fodor’ s elusive comments on i ssues concerning the semanticity of mental representations (original seman-
tics) arevery interesting. Heexclaims“Heaven only knows” what rel ation between him and thingsin theworld makes
it possiblefor himto think or refer to them (Fodor 1981: 253). In another place, he confessesto hoping for “someone
very niceand clever” to turn up and show him how to providehisLOT with an original semantics (Fodor 1981: 223).
At one point, he even considers that appeal ing to the propositional attitudes of personal agents might “be essential
in explaining why the representation represents what it does,” but then he changes his mind, conceding that his
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computational theory of mind might well “ requireusto view mental symbolsassui generis’ (Lycan[ed.], 1990: 314).
Despite hislack of atheory of original semantics, Fodor has some definite opinions on what an acceptabl e account
of original semanticsmust look like. Infact, heisquite explicit on thisscore.

For onething, an acceptableaccount must beanaturalized account: “atheory that articul ates, innonsemantic
and nonintentional terms, sufficient conditions for one bit of the world to be about (to express, represent, or be true
of) another bit” (Fodor 1988: 98). A naturalized account of original semantics, if it is going to be articulable in
nonsemantic and nonintentional terms as Fodor requires (i.e., intermsthat aren’t connected to the natural language
through which the agent consciously thinksabout hisor her world), will haveto beacausal account: i.e., an account
that links, at a sub-personal level, proximal physical eventsin our neuroware to distal physical eventsin the world.
According to Fodor, such an account would mean that “what makesit the case that (the Mentalese symbol) ‘ water’
expresses the property H20 isthat tokens of that symbol stand in certain causal relationsto water samples’ (Fodor
1988: 98: emphasismine). Fodor recognizesthat thenaturalisticaspirationsthat led himto construehumanintelligence
asaspeciesof computation require of him anaccompanying construal of original semanticsasa speciesof causation.
But he seems blissfully unaware of the fact that even if the symbols of the LOT are causally linked to eventsin the
world, thiswill not givethemasemantics: effectsdonot mean, or represent, or refer to, their causes. But, if therelation
of representati on-to-represented cannot be naturalized through reconstruction in sub-personal terms, terms denoting
only scientifically acceptable primitives, then hiswhole computational theory of human intelligence rests on anon-
naturalized representational foundation.

That is, if the symbolic primitives of the LOT cannot be shown to represent certain propertiesin the world
(instead of merely being effects of certain causesin the world) by virtue of somewholly natural process describable
by science, then Fodor's computational account of mind would be predicated on an amost dualist account of
representation--symbolsin the LOT would merely take on therole of Descartes’ postulated res cogitans. jenesais
quoi that somehow intrinsically represents. Clearly Fodor’ scomputational theory of mind doesnot sit easily with his
representational account of the LOT, at least, not within the naturalistic framework in which he proposesthem. The
real problem that Fodor’s cognitivist program encounters and cannot get around is that meaning or representation
requires slippage or a degree of indeterminacy between representation and represented where a personal agent can
get in and bring the former (tacitly) to bear on the latter. The coupling of representation and represented must be
intentionally forged, and this can only be brought about by the non-inferential, integrative acts of personal agents.
But thisis precisely what acomputational construal of mental processes cannot accomplish, becauseit is pitched at
asub-personal level wherethe personal agent isanalytically dissolved into inferential processesallegedly embodied
in the causal transactions neurophysical events (see Polanyi 1958; 372).

Summary

Fodor is committed to the view that inference is the essence of intelligence: that human intelligenceisa
knowledge-based, propositionally-structured, and inference-driven, virtual machine implemented by the physical-
symbol system of human neurophysiology. Onthisview, intelligence' sessenceisabstract, residing in symbolic and
formal processes whose medium of implementation (hardware) isirrelevant; thisiswhy Fodor can factor out al the
somatic peculiarities of human mood, perception and motor skillsand confidently assert “that there areinformation
processing systems which share our psychology (instantiate its generalizations) but do not share our physical
organization” (Fodor 1981: 9). That is, human intelligence has no essential bodily roots (cf. Polanyi 1966: 15). He
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implicitly endorsesathesisof disembodi ment, whereintelligence bearsno essential relation to any particular medium
of traction in the world. Disembodied intelligence is purely formal intelligence, so its semantics only amount to
preservation of theoretical consistency (validity). | bleieve thisiswhy

Fodor's delineation of a slender semantics, is however, commensurate with the account of personal agents his
commitmentsengender. Personal agents, within Fodor's cognitivist program, cannot but turn out to be epiphenomena
supervening computational processes, i.e., ghostsin virtual machines. causally-feckless, and ontologically-suspect
entities. But at | east causally-fecklessand ontol ogical ly-suspect entitiescoul d get by with theinsubstantial semantics
Fodor's computational program provides. We turn now to Polanyi’ s speculations on human intelligence.

Polanyi ontheEmer genceof Human I ntelligence

Polanyi’ sview of humanintelligence derivesfrom hisrecognition of itsevolutionary past. Heisconvinced
that wewill only beginto understand the nature of human intelligencewhen weunderstand its historical antecedents-
-the human mind was not parachuted into a prestructured world. Intelligence, like everything else, evolved through
encounterswith an environment that aff orded an ambiguous mixture of opportunitiesand risks. For Polanyi, that is,
intelligenceevol ved asan embodied responseto achall enging environment of significances, opportunities, affordances,
meanings. Polanyi’ smetaphysical mooringsareopentoview in hisfundamental premisethat “ meaning isthe sort of
thing theworld is organized to bring about” (Polanyi and Prosch 1975: 182). Below, | shall, in brief and somewhat
caricatured form, rehearse Polanyi’ svision of mind’' sand meaning’ s progressive embodiment in the world.

Inthefinal chapter of his(1958) Personal Knowledge, Polanyi shows us how meaning eventually emerged
fromphysics. Theworldbrought meaning out of physicsby evolving purposivesel f-centred biological agents:. “living
individual sovercamethemeaningl essnessof theuniverseby establishinginit centresof subjectiveinterests’ (Polanyi
1958: 389). Throughthese" centresof subjectiveinterest,” self-identical matter becameduplicitous, taking afinitepoint
of view onitself. Andthesecentresof subjectiveinterest eventually overcametheir mute beasthood, creating “ anew
fabricof lifenot centredonindividuals,” aformof life, thatis, characterized by “ universal intent,” whereby theuniverse
gainedanarticulatepoint of view onitself, and meaning becameembodiedinan activecentre (Polanyi 1958: 344). By
creating and indwelling a symbolic means of intersubjective expression, self-centred bodily agents gradually, but
stupendously, amplified the self-centred intelligence that evol ution developed in their bodies, and thereby gave birth
tothe“noosphere,” transforming their mere biological agency into full-blown personhood (Polanyi 1958: 389). The
human mind, according to Polanyi, “ has been so far the ultimate stage in the awakening of theworld” (Polanyi 1958:
405). Theemergenceof mind gavetheuniverse' smeaning anindividualized arti culateembodi mentinmolar agentswho
“formed societies[and] invented language” (Polanyi 1958: 388).3

Whether or not the following is exactly how Polanyi himself would have reconstructed the evolutionary
twilight of man’semergenceinto articul ate self-expression, | think it isin harmony with much of his speculationson
anthropogenesis. The selective pressures on the vulnerable bodies of early hominids made broad and organized
communal allegiancesnecessary totheir survival. Andthesecommunal allegianceshboth fostered and depended upon
certain expressive-mimetic gesturesand sounds of intersubjectiveimport. Over evolutionary time, the complexity of
this pre-linguistic network of significant gesturesincreased: generation after generation added to this network new
and morediscriminating tokensof gestural significanceuntil finally thisdial ecticof biology and proto-cultureproduced
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aformof lifewhosesocial skillsof survival |oosenedthebiol ogical grip of self-centredinstinctsenoughtoallow hominid
evolution to transcend its purely biological identity through pressing itself symbolically into linguistic possibilities.
Thisiswhat Polanyi refersto as “the second major rebellion against meaningless inanimate being” (the first major
rebellionwas, of course, “theriseof self-centredindividuals”) (Polanyi 1958: 389). Man'’ s*risefrom mutebeasthood,”
his transformation of bodily mimetic-gestural intelligence into articulated utterances of socia significance, is
“noogenesis’ --thearti cul ate embodi ment of meaning inthehuman mind (Polanyi 1958: 389). When man participates
inthislife, hissurvival-oriented bodily intelligence

ceases to be merely an instrument of self-indulgence and becomes a condition of hiscalling. The
inarticulate mental capacities developed in our body by the process of evolution become then the
tacit coefficientsof articulatethought. By theforming and assimilation of an articulate framework
thesetacit powerskindleamultitude of new intellectual passions. (Polanyi 1958: 389)

So, insummary, Polanyi conceivesof theemergenceof mind and meaning asatransformation of thepurposive
and expressivebody coevally and dial ectically enacted withinaprotocultural context by meansof linguisticarticul ation.
For Polanyi, theemergenceof mindisafeat of evolutionand canonly beunderstood froman evol utionary perspective:
mindemerged when hominidevol ution produced an articul atesocial symbolismthroughwhichtoexpressthemeanings
it created and discovered asit pressed itself into new and richer possibilities --possibilit
iesof universal (not self-centred) intention, of eternal meaning (Polanyi 1958: 389).

But let’s turn from these speculations on anthropogenesis, and attend to Polanyi’s view of how a single
individual child achievesamental life, i.e., amind. Inother words, let’ s shift from speculations on the phylogenesis
of mindand meaningtoaphenomenol ogy of amind’ sontogenesi swithinanalreadyinplacecultural context of socially-
sustained linguistic meanings. This will help us see how, on Polanyi’s view, the mind and original semantics are
intimately connected to achild’ s acquisition of afirst language: a mother tongue.

Polanyi on the Development of aMind

Accordingto Polanyi, we, thebenefactorsof millionsof yearsof evol ution, cometo embody amind whenwe
learntoindwell our language community’ s socially-sustained network of meanings: i.e., itsarticulate framework:

Wecomeinto existence mentally by adding an arti cul ate framework to our bodies. Human thought
grows only within language and since language can exist only in society, all thought is rooted in
society (Hall 1968: 67).

Thechild graftsan articulate system of expression onto “theinarticulate mental capacitiesdevelopedin[its] body by
the process of evolution”; the child' s body providesthen, “thetacit coefficients of [its] articulate thought” (Polanyi
1958: 389). A mindemerges, therefore, whenayoung child’ smutebodily passi ons(passionsshared withitsmammalian
ancestors) are gradually channelled through, and transfigured by, the network of social commitments and normative
constraintsembodied in, and mediated through, itsmother tongue: apurposivebody istransformedinto anintentional
agent.4 Through learning to indwell the articulate framework of its mother tongue, a child’s sub-linguistic, pre-
propositional, and a-critical bodily intelligence istransformed into a symbolically-articulated, and propositionally-
structured, rational mind. The emergenceof achild’ smindis, therefore, abiosocial achievement: thechild’ snatural
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bodily passions (appetitive, motoric, and perceptive drives) acquire the skill of linguistic expression (and become
thereby mental passions) through the training and shaping imposed on them by alinguistic community.

OnPolanyi’ sview, theindividual child comesintoexistencementally alwaysal ready ensconsedinanurturing
lingui sticcommunity whoseidiom functionsasthechild’ sconsciously deployed“ languageof thought” (Schwartz[ed.]
1974: 75). Thatis, propositional thought beginsas consciousand intentional public conversation, not asunconscious
and privatecomputations. Polanyi would sharply disagreewith Fodor’ sview that thought ispropositional ly-structured
all the way down. Polanyi’s evolutionary perspective has propositionally-structured intelligence resting on a pre-
propositional foundation of indwelling: Theemergenceof themindis, therefore, predicated onachild’ sassimilation
of apre-existent articulateframework (i.e., anatural language), which, inturn, ispredicated onthechild’ snatural bodily
capacity to acquire new skills.

“Touselanguage,” Polanyi submits, “istoextend our bodily equipment and becomeintel ligent humanbeings”
(Grene[ed.] 1969: 148). Polanyi recognizesthat natural bodily drivesand passions* arerefashi oned andamplifiedinto
something new by words” (Polanyi 1958: 194). By pouring our mutebodily passionsinto thearticul ate framework of
our mother tongue, we devel op new discriminative facultiesand sensitivities, because “ aseach of usinteriorizes our
cultural heritage, he growsinto aperson seeing theworld and experiencing lifeinterms of thisoutlook” (Grene[ed.]
1969: 148; emphasismine). Our firstlanguageembodiesthenetwork of presuppositions, categories, and conceptsunder
theconstrai ntsof which our mindemerges(Polanyi 1958: 266-67). Asachildgradually comestoindwell amother tongue,
his innate répertoire of bodily expression acquires a cultural dimension that is grounded in its mother tongue's
semantics: he participatesin the semantic content of hiscultural heritage, thus extending hisbodily expressivity into
the noosphere where he can perform speech-acts and become a responsible participant in his society.

Once achild has learned to indwell her mother tongue, she no longer responds to stimuli simpliciter, but
encounters objectsunder descriptions. That is, her point of view becomesimpregnated by theintensional semantics
of her mother tongue. Her sense-bound memory is supplemented and penetrated by averbal memory, and she soon
gainsthe skill of making sense of her experiences by re-describing them and weaving them into coherent narratives.
Moreover, she gains access to an explicit domain of possibility and counterfactuality: she can now refer to her past,
fear her future, care about her present, tell lies, make her own desires and beliefs objects of her own (second-order)
desiresand beliefs, and even dread her own non-existence. A whole multitude of intellectual passionsarekindledin
a child when she assimilates the articulate framework of her culture, enabling her to participate in the rights and
responsibilities of the noosphere (Polanyi 1959: 60).

So, for Polanyi, mindisneither rescogitansnor softwaredriven by somehardware’ ssyntax, but anarticul ate
way of beingintheworld.5 Andif thisisthe case, then Fodor’ sMenoesque problem of first languageacquisition (i.e.,
wemust first know alanguagein order to learn one) isreally reduced to the problem of how we acquire the ability to
indwell external entities. Polanyi’ saccount of indwelling obviatestheneedfor theinnateLOT computations. Indwelling
isabasic bodily action that Polanyi tracesto “theinarticulate mental capacitiesdevelopedin our body by the process
of evolution” (Polanyi 1958: 389). Indwellingisn’t, therefore, something welearn, or acquire, but our very meansof
learning or acquiring any skill whatsoever. In contrast to Fodor’ s postulated computationsinthe LOT (sub-personal
activitiesthat our CNS does), indwelling is something we do, but not by virtue of doing anything else. But thisdoes
not mean, of course, that we cannot indwell some thing intentionally, but only that there is always a measure of
irreducibleindwelling preceding every intention. Indwelling is primitive and phenomenologically simple: itisnot
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something we can bring about by doing something el sefirst, becauseit isthe conditio sine qua non of doing anything.
However, we canlearntoindwell thingslike hammers, skillful performances, physiognomies, or first languages, but
the indwelling itself isn't something we can learn or teach--we can only doit. In the place of Fodor’'s hard-wired,
universal, and propositionally-structured LOT in which a child purportedly forms hypotheses about the extensions
of natural language predicates and then teststhem, Polanyi has our first-language acquistion bottom-out in the basic
actions of our universal, but sub-linguistic and pre-propositional bodily intelligence:

The child'sway of learning to speak from hisadult guardiansis. . . akin to the young mamal'sand
young bird'smimetic responsestoitsnurturing, protecting, and guiding seniors(Polanyi 1958: 206).

“Indwellingis,” Polanyi claims, “ being-in-the-world” (Polanyi 1964: xi). Itistheway weareembodiedaspoints
of viewin, and pointsof actionon, theworl d; by itsmeans* wekeep expanding our body intotheworld” formingthereby
“aninterpreteduniverse” (Polanyi 1966: 29). Indwellingmodifiesour ownlimitationsand possibilitieswithintheworld.
Andwhenwe, asprelinguistic children, firstindwell amother tongue our identity undergoesaradical changebecause
weareirreversibly taken out of amereenvironment of instinct and stimuli and pluggedinto awhol enetwork of socially-
sustain symbols, meanings and practices accomplished by those who, before us, havetaken the step into an articulate
way of being-in-the-world (Polanyi 1958: 266-67):

Every timeweassimilateatool toour body our identity undergoessomechange; our person expands
intonew modesof being. | haveshown beforethat thewhol erealm of humanintelligenceisgrounded
on the use of language. . . . al mental life by which we surpassthe animalsis evoked in usaswe
assimilatethearticulateframework of our culture (Polanyi 1959: 31).

From this perspective, first-language acquistion is predicated upon achild’ s apprenticeship in the practices
and institutions of alanguage community. And, of course, apprenticeship in alanguage community can come about
only because a child is always aready “ equipped by nature” to indwell the physiognomy and behaviors of its care-
takers (Grene[ed.] 1969: 220). Sowhile Fodor stemsan infinite regress of languages by conceiving first-language
acquistion as a matter of a child’s unconscious but highly abstract operations on explicit symbols within its LOT,
Polanyi’ saccount of first-language acquisition stemstheinfinite regress by bottoming-out in thetacit dimension: in
aprimitive (basic), non-linguistic and innate bodily action, indwelling.

Our task in the next section isto see how Polanyi’ s conception of indwelling as the conditio sine qua non
of mind’ sembodiment and meaning’ semergenceramifiesinto acritique of Fodor'sCS.

Polanyi on Semantics

Accordingto Polanyi, meaningisembodiedin actsof indwel lingwhereby apersonal agent extendsitself into
the world by integrating subsidiary itemsinto a sustainable focus of attention. And linguistic meaning obtains by
virtue of human agentsindwelling linguistic tokens as ameans of self- and intersubjective-expression. Polanyi will
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have nothing to do with notions of semanticsthat aren’t directly tied to the activities of human agency (Polanyi 1959:
22). eg., Fodor's idea that representation can somehow be reduced to the sub-personal, to event-causation. On
Polanyi’ sview, the semantic properties of our thought derive from our informal acts of indwelling whereby we bring
the linguistic tokens (representations) of our mother tongue to bear tacitly on our focal targets (the represented).
Consequently, Polanyi hasno need to postulate aLL OT whose primitive neurophysically-embodied symbolsfunction
assemantic primitives.

In his (1967) essay, “Sense-giving and Sense-reading,” Polanyi speaks of language's “informal semantic
structure” (Grene[ed.]1969: 181). He unpacksthisstructure asthat of indwelling: where a“meaningful relation of
asubsidiary to afocal isformed by the action of a person who integrates one to the other, and the relation persists
by thefact that thepersonkeepsupthisintegration” (Grene[ed.]1969: 182; emphasismine). Inadifferentessay,“Logic
and Psychology,” Polanyi iscareful to point out that subsidiary and focal itemsarenot “linked together of [their] own
accord” (Polanyi 1968: 30). Thatis, meaningisnot causally, butintentional lyinstantiated. So linguistic meaningcomes
into being and persists only by virtue of persons attending fromlinguistic tokensto their focal import. The personal
agentisineliminablefrom Polanyi’ sconstrual of semantics. “nothing ... canever meananythinginitself.” All semantic
functions, he submits, “arethe tacit operations of aperson” (Polanyi 1959: 22).

In 1968, Polanyi wasinterviewed for the first issue of Psychology Today. Mary Harrington Hall asked him
to comment on contemporary linguistics. He responded, noting that Chomsky'’s strictly formalist approach to
linguistics (an approach that Fodor has taken-up and extended) | eaves one with no real meansto talk about meaning.
Theonly way to copewith linguistic meaning, Polanyi claims, isto recognizethat meaningisarelational reality, that
meaning is “the relationship between the subsidiary and that on which it bears’ (Hall 1968: 67). And applying this
point to the issue of computer intelligence, Polanyi notes:

Thisiswhy meaning cannot beintroduced by a computer, because the computer can only operate
withfocally known elements. It can never reproducetwo different level s of awareness (Hall 1968:
67; emphasismine).

That is, there is no personal agent whose integrative acts generate subsidiary awareness. Only an embodied agent
who hasaccesstotheworld by virtueof attending fromitsbody bifurcatesitsawarenessintotwolevels. thesubsidiary
and the focal. A computer merely opens and closes logical gates (micro-switches) according to constraints the
progammer hasimposed onthem; it doesn’t attendfromat all. Soits“world” ismerely notional, aseriesof focal data-
structures programmed intoitselectronically-drivenbinary code. But if thisisso, how doesoneexplainthe semantics
of the computer? How does one account for the fact acomputer’ scomputationsreally are sensitive to some semantic
distinctions?

Noticeinthequotation abovethat Polanyi didn’t say that meaning cannot be ascribed to acomputer, but only
that “ meaning cannot beintroduced by acomputer.” That is, original semantics cannot be generated by computers,
but only borrowed. Polanyi arguesthat “formal systemsof symbols[representations] and operations[rules]” depend
for their meaning onthe“ unformalized operations” that are performed by aperson withtheaid of theformal system,
when the person relies on its use” (Polanyi 1958: 258). That is, whether aformalized system of representation is
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automated or not, its semantics derive from the person(s) using it. Computers then, on this construal, exhibit what
Polanyi calls a“necessary relatedness to persons’ which isaproperty that essentially restricts the independence of
amachine, and reduces the status of automata below that of thinking persons:

For amachineisamachineonly for someonewho reliesonit (actually or hypothetically) for some
purpose, that he believesto be attainable by what he considersto be the proper functioning of the
machine: itistheinstrument of apersonwhoreliesonit. Thisisthe difference between machine
andmind. A man’smind cancarry out featsof intelligenceby aid of amachineand al sowithout such
aid, while amachine can function only asthe extension of a person’ sbody . . . (Polanyi 1958: 262;
emphasismine).

The human programmer isthe essential link between the computer’ sinternal states and the objects or concepts they
are deployed to denote. And it is only because human computer users take these operations to denote what the
programmer designed them to denote that the computer warrantsthe ascription of computing, rather than say, heating
the room, or providing a pleasant background hum. Computers can function as computers only “as extensions of a
person’s body” because all meaning isintroduced by persons treating external things as extensions of their bodies.
On Polanyi’ s view, human bodies are the matrices of original semantics; they are the from-which of every intention
(Grene[ed.] 1969: 183-184).

So the computer’ s semantics must be aborrowed semantics, a semantics bestowed on its symbolism by its
human programmers and users: “the symbol can be conceived as such only in the eyes of the person who relies on
[it] to achieve or to signify something” (Polanyi 1958: 61). But, Polanyi’s account of indwelling does, however,
demonstratewhy the computer may appear to beasyntax-driven semantic engine. Sinceindwellingtacitly imbuesthe
indwelt with abearing on a focus, the computer’ soperations appear to be possessed of anintrinsic meaning: by using
themto extend our focal awareness, weindwell them and automatically andtacitly supplement their symbolsandrules
with abearing on our focal concern. And “thisact goesunnoticed” (Grene[ed.] 1969: 151; c.f., Polanyi 1958: 169),
because indwelling’ s self-effacing transitivity renders the agent’ s activities phenomenologically transparent, trans-
posing them into the meaning of the agent’ sfocal object (Polanyi 1958: 60-61); thisisthe"semantic aspect” of tacit
knowing (Polanyi 1966: 12-13), and thedynamic of self-forgetfulnessbehind Fodor’ sinveterate tendency to commit
thefallacy of misplaced semantics. assigning independent semantic propertiesto his postul ated sub-personal atoms
of cognition.

FromthisPol anyian perspective, Fodor'saim of accounting for thesemanticsof human cognitin by appealing
to the computer model is preposterous: whatever semantic properties a computer may be said to possess derive, in
thefirst place, from theinformal acts of tacit knowing underlying al human cognition. Thisiswhy Polanyi callsthe
attempt toreducehumanthought toformal processes" self-contridictory.” "Thepursuit of formalization," saysPolanyi,
"will finditstrueplaceinatacit framework" (Grene[ed.] 1969: 156).
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Conclusion

Fodor’ sCSwedsakK anti an epistemol ogy toan empiricist philosophy of mind. Kant’ sapriori categorieshave
becomeFodor’ srules, andtheempiricist’ simpressionshavebecomehisprimitiverepresentations. But, whereasKant
was forced to postulate a transcendental subject in whose cogitations the rules were embodied, and the empiricists
wereforcedtorecognizetheirimplicit relianceonaninternal homunculuswho viewed and associated theimpressions,
Fodor, in hisdesireto naturalize mind, seeksto obviate the need for acentral agent by decomposing into dumber and
dumber activitiesall theintelligent activitiesascribed toit, until apointisreached that aseriesof micro-switchescould
performitstasks. But Polanyi’saccount of mind’s emergence and meaning’ stacit dynamicsrevealsthat, in reality,
Fodor can only entertain the prospects of a naturalization of human intelligence because heis blissfully unaware of
hisown tacit contribution of semanticsto the computational operationsheappealstoin hisherculean effort to explain
human intelligence in sub-personal terms.

Itisnotjustalittlebitironicthat, inFodor’ sattempt to naturali ze human cognition by extendingthemechanistic
metaphor - in hisattempt, that is, to not be anthropomorphic about man himself--he ends up creating a new breed of
anthropomorphism: projectingthemechanistic (algoritmic) propertiesof ahuman artifact (virtual machine) ontonature
(neurophysiology) and then reading these propertiesinto the human psyche asif they explained the intelligence that
invented thisartifact in thefirst place. From aPolanyian point of view, Fodor’ s naturalization project is but another
exampleof the" crippling mutilations’ (Polanyi 1958: 381) that objectivismforcesonour pictureof humanintelligence:
it requires nothing lessthan “ aspecifiably functioning mindlessknower” (Polanyi 1958: 264). Surely Fodor’ swork
confirmsPolanyi’ sclaimthat: “ Any attempt rigorously to eliminateour human perspectivefromour pictureof theworld
must lead to absurdity” (Polanyi 1958: 3).

ENDNOTES

1. Itisimportant to realize that the LOT is not the language in which we think; it isthe language in which our
neur ophysiol ogy computes, but Fodor takes a subset of these computationsto be token-identical to human thinking,
seeFodor 1975: 49ff.

2. Itisinteresting to note that these unconscious and subpersonal doings of the child’ s neurophysically-embodied
LOT iswhat Fodor referstoastacit knowledge. Tacitknowledge, for Fodor, istheprogramthat underliesanorganism’s
behavior (Fodor 1981.: 78).

3. For some interesting speculations on how the diaectic of hominid biological vulnerability and hazardous
environment occasi oned the need for socia organization, and how this, in turn, fostered and sustained the emergence
of anarticulateframework, see John M cCrone(1990) and MerlinDonald (1991). Note, however, that both, attimes, are
rather naivein their deployment of the computer metaphor.

4. For moredetailson how thistransformation might comeabout, seemy forthcoming “ The Body ComesAll theWay
Up,” International Philosophical Quarterly, (Spring 1994).
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5. Thatis, humansof mental competencearenotintheworldlikean object enclosedin somephysical spaceand bearing
only external relations (causal and spatial) to other objects. Rather, humansareintheworldinthe metaphorical sense
of “beinginthemidst of completing thefirst draft of apaper.” Humansof mental competencearebodily pointsof view
onand pointsof actionintheworld: agentsof concernful relationswho arecentrally situatedintheir phenomenal field
and whose experienceof theworldis penetrated by the categoriesand conceptsof their mother tongue. (SeePolanyi’s
Heideggerianglossonindwelling, Polanyi 1964: x-xi)
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Book Reviews

R.T.Allen, Thinkersof Our Time: Polanyi. London: The
Claridge Press, 1990. Pp. 87. £9.95. Ph. £5.95. ISBN 1-
870626-51-6(7).

Thisisabrief introduction to the main elements
of Michael Polanyi’s philosophy. Richard Allen doesa
good job in summarizing Polanyi’ s central concerns and
ideas. After abrief history of Polanyi’s career and some
useful suggestions as to how one could best get ac-
guainted with his work, the reader is given a condensed
expose of the well-known Polanyian doctrines: the cri-
tiqueof objectivism(Ch.2), thetheory of personal know!-
edge (Ch.3), the fiduciary programme (Ch.4), and the
ontology of hierarchical levels(Ch.5). Thebook endswith
asummary of hissocio-political ideas(Ch.6: “ TheResto-
ration of Freedom and Meaning,” 8 pp.) and afew biblio-
graphical remarks on continuations of Polanyi’s work
(Ch.7,2pp.).

Since the book itself has no introduction, the
reader isleftinthedark regarding the purposeof theseries
Thinkersof Our Time and Allen’ sown motivesand aims
in relation to that purpose. One can only guess, for
instance, that the sort of readers heis addressing himself
tomight betheol ogians, or at least religiousbelievers, but
one cannot be sure, and this makes reviewing the book
somewhat problematic. What | findrather puzzlinginthis
connection isthe text on the cover, whereit is suggested
that Polanyi was (with F. Hayek) “probably the most
important advocateof skeptical conservatismtoemergein
Central Europe” and that his theory of personal knowl-
edgeremains" indispensableto anyonewishingtoformu-
latethe conservativeview of society intermssuitedtothe
modern world.” These utterances seem to me to be
misleading. Asfar as| know, Polanyi wasatrueliberal
intellectual, dedicated to the pursuit of theideal sof truth,
justice and charity and to the upholding of the traditions
embodying these ideals. In his summary of Polanyi’s
social and political ideas, Allen pointsout rightly that the
free society which Polanyi isadvocating, isrespectful of,
and based on, tradition, but certainly dynamic and pro-

gressive as well (p. 75). Surely, thisis not the same as
“skeptical conservatism.”

Polanyi might be characterized as an introduc-
tiontoalready existing and moreelaborateintroductions,
such as Richard Gelwick’ s The Way of Discovery (OUP,
1977), DrusillaScott’ sEveryman Revived: The Common
Sense of Michael Polanyi (1985) and Harry Prosch’s
Michael Polanyi: A Critical Exposition (SUNY, 1986).
For an introduction the book is very brief (eighty pages)
and this might explain some of itsweaker points.

Apart from a tendency to emphasize Polanyi’'s
motivesand aims, rather than thesystematic coherenceof
his ideas, Allen aso tends to depict Polanyi as rather
isolated from contemporary Western philosophy. We
hear very little of his influence on many well-known
philosophers (of science, of religion, of culture, etc.) like
ThomasKuhn, ImreL akatos, Sir Karl Popper, lanRamsey,
Basil Mitchell, Gerald Holtonand many others. Allendoes
not mention thefundamental shiftin present-day philoso-
phy due to the collapse of foundationalism and the role
Polanyi played in preparing the way (by his critique of
objectivism, hisnew philosophy of science, and histheory
of tacit knowing) for this collapse and for much that
nowadays goes under the heading of “post-modernism.”

Allen’'s (few) criticisms of Polanyi seem to me
somewhat hazardous, given hisobviouslack of space. For
instance, Polanyi’s anti-reductionist account of ascend-
ing levelsof reality isfound inadequate. Wearetold that
Polanyi merely shows again that the emergence of new
levels of existence cannot be accounted for in terms of
lower levels. According to Allen, Polanyi triesinvainto
account for the emergence of human intelligence and
culture by presuming neither [a] “that they were already
butinvisibly presentintheprimeval stateof theuniverse,”
nor [b] “that they are the results of successive divine
interventions’ (p. 67). But Allen’sdilemmaisin fact a
reductionof Polanyi’ strilemma, thethird hornof whichis
[c] that the Noosphere may also beinterpreted as alast-
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minuteimprovisation of the anthropogenetic process (cf.
PK 393). Polanyi would probably reject [a] because it
might lead to determinism. His introduction of such
notionsas" anorderingprinciple’ (PK 383f.) or“anorderly
innovatingprinciple”’ (PK 387) seemsto metosuggest that
he kept options [b] and [c] open for further exploration.
Whatever he had in mind with this ordering principle
(“cosmic field” or “prime cause emergent in time”?) is
surely amatter of dispute. Inview of hisuseof thefamous
exampleof the“Welcometo Wales” pebbles(PK 33), he
at least kept the possibility of areligious interpretation
open. Asl havesuggested el seawhere, onemight eventake
the whole of Part Four of Personal Knowledge asasort
of extended teleological “argument” from design.

Further problems seem to emerge from Allen’s
criticism of Polanyi’s use of the republic of scienceasa
model for a free and democratic society. According to
Allen, asociety “may need to beformed upon and cohere
around amore specific set of beliefs’ (p. 75), meaning by
thisreligiousbeliefs. However, apart fromthefactthat this
suggestion ignores the fact that Polanyi conceived of
science, morality, law and religion as cultural systems
which partly overlap each other, nothingissaidin clarifi-
cation of theremark (which beliefs, whosereligion?).

Polanyi isalso criticized because “ he omitsen-
tirely the hope of seeing God after this life, and thus of
achieving perfectionthrough God’ sgraceandineternity”
(p. 76). Allen doubts whether Polanyi did sufficiently
overcome*“theerrorsand dangersof the Enlightenment’s
secularization of Christianity” (p. 76). Again, thisseems
too quick, not only because thereisvery little argument,
but al so because Polanyi alwaysdepictsthereligiousway
of life asalive and meaningful option (through perhaps
more for othersthan for himself).

A somewhat differentissueisAllen’ sinterpreta-
tion of Polanyi’ spoint about thecrucial importanceof the

tradition and practice of scientific research and the stan-
dardsandideal sembeddedinthem. Thisideaisillustrated
by Allen asfollows: “As one can see in many parts of
Africa where machines are run until they break down
without thought for regular maintenance, itisnot enough
just to ship machines abroad if there is no tradition of
technology. Andthesameappliestoall humanactivities.
Africaisalso littered with abandoned constitutions” (p.
42). Surely, there is more here than meets the eye, but
whatever it is, | cannot help but feeling that what is
presented as an illustration of Polanyi’s point about
scientific tradition, isin fact anillustration of something
else

There are afew statements in the book that are
less than clear, or at least puzzling. For instance, Allen
assertsthat “ Polanyi takes the correspondence theory of
truth...more as an account of how to arrive at truth rather
than asadefinition of truth” (p. 52), but hedoesnot tell us
what he means by this. Also, the statement that Polanyi
denied that truth is demonstrable, but did not deny that
truth can be known (p. 20) might have been given more
explication, especially becauseit is said el sewhere “ that
science...can attain, and hasattained what istrue” (p. 26).
Asfar as| know, Polanyi seestruth asanideal standard
and herejectsthe ideathat one could be in possession of
the truth.

Andy F. Sanders
Groningen University



Richard Allen, Thinkersof Our Time: Polanyi. London:
TheClaridgePress, 1990.£9.95. Pb£5.95. ISBN 1-870626-

51-6(7).

Thisbook isadvertised asthefirstinanew series
on*“thinkersof ourtime.” Itisbrief (25,000words),and my
firstcomment hasto bethat thesethinkersdeserveto have
been treated at greater length. Dr. Allen’s writings on
Polanyi arewidely known, anditisclear that hewould, had
space permitted, have had more to say on many central
issues. But | must review the book as it is, and it is
undeniably brief, though not thefirst brief study. Drusilla
Scott’ s Everyman Revived (The Book Guild, 1985) goes
toofar inthedirection of popular presentation, butitisfar
from negligible as an introduction to Polanyi’ sideas.

Allenclearly anticipatesthat hisaudiencewill be
not “Everyman” but that body of religious thinkers that
cleave to Polanyian epistemology in the belief that reli-
gious"knowing” issomehow moreacceptableinitsterms
than in those of any other epistemology currently advo-
cated. Inmy opinionitisamistaketothink that Polanyi’s
own view wasreligiousin nature or intention. He devel-
oped hisepistemol ogy because hebelievedthat it wasthe
only one compatible with modern science as he under-
stood it. It had the additional advantage that it ruled out
research in support of any absolute, whether political or
epistemological. Rather truth for the genuine scientist
could only beprovisional, dependent on the commitment
to it of the individual and his success in convincing his
scientific colleagues. Polanyi recognized that the scientist
was a finite organism in a world that was for practical
purposesinfinite. Polanyi did not believethat we canwill
anything into existence ssimply by the strength of our
commitment to it (Kuhn got closeto this position, but he
israrely cited by theologians!). Moreover, sympatheticas
he was to those subscribing to a religious view of the
world, Polanyi seems to have counted himself among
“those who cannot, through religion, sublimate our dis-
satisfaction with our own moral shortcomings, and with
those of our societies” (Meaning, p. 215).

Allen asserts (p. 10) that Polanyi “sought to liberate us
from the dangerous errors that have infected modern
thought since Galileo and Descartes.” Sohedid, because
Galileoand Descartesareheld (by Anglo-Saxon philoso-
phersat |east) to be responsiblefor the dominant empiri-
cist epistemology, which Polanyi believed to be wrong.
But Allen goes on to suggest that these “dangerous
errors’ haveresultedin“thetotalitarianideol ogies, world
war, death or dlavery for millions, and the contemporary
scourgeof terrorism!” With duerespect tothem, philoso-
phershaverarely beenasinfluential asthat. Noneof these
evils was unknown in the world prior to Galileo and
Descartes.

Allen further asserts (p. 67) that “Polanyi at-
tempts to offer an account that presumes neither that all
futuredevel opmentswerealready butinvisibly presentin
the primeval state of the universe, nor that they are the
results of successive divine interventions.” It seems to
him however that “all that Polanyi accomplishes. .. isto
show again that theemergence of new level sof existence
cannot be accounted for in terms of lower and aready
existinglevels.” Allenmight, givenmorespace, havehad
more to say on what he takes to be the cause of “the
emergenceof new level sof existence.” Tomeit seemsthat
if they do not in some sense emerge from “lower and
already existing levels’ then there is no alternative to
“successive divine interventions’ which Polanyi was
specifically not prepared to countenance.

What Allen haswritten will serve admirably asanintro-
duction to Polanyi for those who are already committed
(likeAllenbut unlike Polanyi) tothetruth of the Christian
revelation. Polanyi, asAllenpointsout (p. 76), “thinksof
Christianbelief only intermsof thispresentlife.” Polanyi
wasadmittedly moretolerant of Christianbelief thanmany
scientists, but his real (though as yet unrecognized)
importance is as an epistemologist and philosopher of
science. A further study of thisaspect of hiswork had now
better wait on the appearance of Professor W. Scott’s
authorized biography. Meanwhile, thoseto whom Allen
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specifically addresses himself may refer to his recently

published major work, Transcendenceand mmanencein Electronic Discussion Group
the Philosophy of Michael Polanyi and Christian The-
ism. The Polanyi Society supports an electronic
discussion group exploring implications of the thought
N.E. Wetherick of Michael Polanyi. For those with accessto the
University of Aberdeen. INTERNET, send amessageto “ owner-

polanyi @sbu.edu” to join the list or to request further
information. Communications about the electronic
discussion group may aso be directed to John V.
Apczynski, Department of Theology, St. Bonaventure
University, St. Bonaventure, NY 14778-0012 PHONE:
(716) 375-2298 FA X: (716) 375-2389.

Subm ssi ons for Publicati on

Articles, meeting notices and notes likely to be of interest to persons interested in the thought of Michael
Polanyi are welcomed. Review suggestions and book reviews should be sent to Walter Gulick (see addresses|listed
below). Manuscripts, notices and notes should be sent to Phil Mullins. All materialsfrom U.K. contributors should
first besent to John Puddefoot. Manuscriptsshould bedoubl espaced typewith notesat theend; writersareencouraged
to employ simple citationswithin thetext when possible. Use MLA or APA style. Abbreviatefrequently cited book
titles, particularly books by Polanyi (e.g., Personal Knowledge becomes PK). Shorter articles (10-15 pages) are
preferred, although longer manuscripts (20-24 pages) will be considered.

Manuscripts should include the author’ s name on a separate page since submissions normally will be sent
out for blind review. In addition to the typescript of amanuscript to be reviewed, authors are expected to provide an
electroniccopy (oneither a5.25" or 3.5" disk) of accepted articles; itishel pful if original submissionsareaccompanied
by adisk. ASCII text aswell asmost popular IBM word processorsareacceptable; MACtext canusually betranslated
to ASCII. Besurethat disksincludeall rel evant informationwhich may hel p convertingfilesto Word Perfect or ASCI|.
Persons with questions or problems associated with producing an electronic copy of manuscripts should phone or
writePhil Mullins(816-271-4386). Insofar aspossible, TAD iswillingtowork with authorswho havespecia problems
producing el ectronic materials.

Phil Mullins John Puddefoot

Missouri Western State College Benson House, Willowbrook, Eton
St. Joseph, Missouri 64507 Windsor, Berks. SL46HL

Fax (816)271-4574 Fax 44753671482

e-mail:(mullins@acad.mwsc.edu)

Walter Gulick
Eastern Montana College
Billings, Montana59101
Fax (406) 657-2037
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