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I. AIM OF THE RESEARCH 

 

The aim of my research is to examine whether the theory of education for a meaningful 

life, based on Viktor Frankl's philosophical anthropology, can be relevant in the cultural 

and scientific climate of the millennium. 

I could not, however, attempt to answer this question exhaustively from the 

perspective of all the results of contemporary culture and scholarship, and therefore I 

have focused on two aspects: the concept of the person and the concept of the spirit. 

The reason for my choice is that the fundamental concepts of Frankl's 

anthropology are at stake, and the theoretical developments of the 20th and 21st 

centuries have presented them with a number of challenges: the postmodernist 

tendency, often voiced in educational literature, poststructuralism and critical pedagogy, 

as well as the almost exponentially growing results of cognitive science, so, it seems 

legitimate to ask whether the classical notion of the person, which is one of the most 

fundamental cornerstones not only of our social life and legal order but also of our 

pedagogy, and the notion of the spirit, which many people identify with intellectualism 

and totalising tendencies, can be still valid today. 

All these approaches, however, still proved too diverse to be examined in a 

systematic analysis, so I narrowed down the scope further and narrowed down the 
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examination of the two concepts to a challenge from the cognitive sciences, and in 

particular from the enactivist approach (Varela-Thompson-Rosch, 1993), as I 

considered that it is, in many respects, relevant as a possible source of critique:  

(a) as a theory within the framework of the 'embodied mind' approach, it 

radically reinterprets classical Western understandings of the 'dimensions' of 

man in Frankl's sense (body, mind/soul, spirit); 

b) some of its results radically question the ontological legitimacy of the notion 

of the individual person, and with it, implicitly, the legitimacy of the notion of 

the spirit in the Franklian sense (as the capacity for freedom and responsibility to 

be individually assumed). 

However, my participation in the doctoral programme of the Theoretical-

Historical Pedagogy Programme of the Doctoral School of Educational Sciences at 

Eötvös Loránd University led to the emergence of other, unexpected aspects. During my 

doctoral studies, I had the opportunity to become involved in the life reform research of 

the Faculty's Theoretical, Historical and Comparative Pedagogy Research Group, in the 

framework of which I initially worked and continue to work on the pedagogical 

concepts of Valéria Dienes, and later on the pedagogical concepts of Valéria Dienes and 

András Pető. The two authors are linked not only by the fact that the research of their 

philosophical-pedagogical anthropology is still in an initial state, but also by the fact 

that their educational concepts are based on coherent, systematically elaborated and 

original philosophical theories. (Dienes, 2016; Pető, 2021; Fenyves-Balogh, 2018; 

Balogh-Földesi, 2023) At the same time, there is another very specific common point: it 

seems that both prominent figures of Hungarian educational science created theoretical 

and practical constructions in the 20th century that in a certain sense anticipated the 

concepts of the embodied mind and of enactivism. Moreover, in the first half of the 20th 

century, both of them had their own message to tell about the concepts of person and 

spirit. 

This led me to the conclusion that the work of the two authors could be an 

important source of inspiration for the interpretation of the Franklian concepts of the 

person and of the spirit from the perspective of a potential enactivist critique. In order to 

better distinguish them from enactivism in the historical sense, I refer to the aspects of 

their anthropology of the philosophy of education that predate the enactivist approach as 

'proto-enactivist' motifs. 
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II. RESEARCH QUESTIONS 

 

In light of the above, my research is based on three research questions: 

1. Can the concepts of person and that of the spirit, which play a constitutive role in the 

theory of education for a meaningful life, respond to the challenge of reinterpreting the 

anthropological dimensions in Frankl's sense in the theory of enactivism? 

2. Are the concepts of the person and that of the spirit, which are constitutive for the 

theory of education for a meaningful life, able to stand up to the test of an enactivist 

deconstruction of individuality? 

3. Can the way in which two important figures in the history of Hungarian education, 

Valéria Dienes and András Pető, deal with proto-enactivist motifs and the notion of 

person and spirit in their philosophies of education be a source of inspiration for 

answering the first two research questions? 

 

 

III. RESEARCH FRAMEWORK, STRATEGY AND METHODS 

 

My research is purely theoretical, and as such, it can be classified as deductive or 

analytical research, where the researcher does not work with empirical data, "only" with 

sources that are themselves theoretical texts. In this case, the research is based on 

'sources selected according to appropriate criteria', and the researcher undertakes 'the 

description, interpretation and comparison of concepts and phenomena' (Szabolcs, 2004, 

84). 

In technical terms, of course, deductive-analytical research, including theoretical 

research, is not free from empiria, since when the researcher investigates a problem with 

the help of analytical procedures, the ideas formulated by his sources form the "raw 

material" of the research, just as empirical data do in classical empirical research. The 

difference is rather that while in empirical research it is essentially the researcher who 

interprets the data, in theoretical research the source data are themselves interpretations, 

and the researcher is essentially - though by no means exclusively - working with 

meanings that are already explicit at the outset, even if their analysis may reveal further 

layers of meaning or implications that are not initially explicit. 
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Another specific feature of theoretical research is that its sources - the additional 

theoretical texts it examines - are virtually identical to the literature, but within it, in 

some cases, the difference between primary and secondary sources becomes more 

significant. Thus, the theoretical texts that are primarily examined in order to answer the 

problems or research questions formulated will be primary sources, while those that are 

used in a technical sense to analyse and interpret the preceding texts as precisely as 

possible will be considered secondary sources. (Cf. Szabolcs, 2004, 85-87.) This 

implies that the notions of 'primary' and 'secondary source' in theoretical research are 

fluid and, so to speak, relational: which source will be considered as which is 

determined by the focus of the research. 

In the case of the present research, the primary sources are those texts to which 

the analyses that form the backbone of the research refer (Frankl, 1997, 2005, 2005b, 

2012, 2020; Varela-Thompson-Rosch, 1993; Dienes, 1196; 2001; 2016; Pető, 2021), 

with all others being secondary sources. 

Several of the possible analytical procedures and types of analysis identified in 

the literature were used. We have used concept analysis, where the researcher clarifies 

the meaning of concepts by revealing their essential features (Szabolcs, 2004, 88.), 

descriptive analysis, which follows 'specific, selected criteria' (in our case, the analytical 

criteria defined by the research questions) (Szabolcs, 2004, 93) and interpretive 

analysis, although not in the sense of seeking to elucidate causal relationships, but in a 

sense akin to concept analysis, which aims to illuminate meanings and relationships. 

We have also used comparative analysis and, above all, theoretical analysis, not in the 

sense of trying to reach universal conclusions or even generalisations, but in the sense 

of trying to draw conclusions on some principles of the philosophies of education 

investigated (Szabolcs, 2004, 89-93). 

However, many of the analytical techniques used are also part of the content 

analysis methodology. Of course, an analytical research is fundamentally different from 

a qualitative research based on content analysis, since in the latter the basic aim is 

usually "to explore some aspect of the hidden meaning and context of the text" (Falus et 

al., 2004, p. 274), whereas a theoretical research - as mentioned above - basically works 

with explicit content. At the same time, what theoretical analysis and content analysis 

have in common is that '[m]ultiple stories can be constructed from the data' (Corbin-

Strauss, 2015, p. 90), and that it is the responsibility of the researcher to be able to 

convincingly demonstrate the credibility of these 'stories'.  
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Technically, however, qualitative content analysis and theoretical analysis often 

use very similar analytical tools. The basic techniques of qualitative content analysis 

methodology, such as questioning, comparison, reflection on different possible 

meanings of words (in our case concepts), the technique of contrasting, "sounding the 

alarm bell", "examining language", "so what? " or "what if?" type questions, or 

examining the structure of the narratives (Corbin-Strauss, 2015, pp. 112-131) - are all 

part of the analytical procedures used in theoretical research. 

Finally, as regarding some further epistemological features of our conceptual, 

descriptive, interpretative, comparative and theoretical analyses, we would like to 

clarify the followings:  

(a) They are hermeneutic in that they presuppose an alignment of interpretative 

structures, which in the literature is called "merging of horizons" (Gadamer, 

2003), but they are not sufficiently historical to be called fully hermeneutic. 

b) They are critical in that they ask about the coherence of the theories under 

study, the consistency of their elements, their premises and their implications; 

but they take as their starting point the validity of the theories in theirself and are 

therefore not fully critical. 

c) They are performative (see Austin, 1990; Hösle, 1998; Balogh, 2009) in that 

they see theorizing as a creative action that does not merely describe but also 

creates some kind of reality; however, they do not assert this aspect to the extent 

that they would be based on the comparison of the performative and discursive 

content of the investigated theories. 

Taking all this into account, and accepting the positive aspects of being able to 

give our analytical procedures a clear methodological label, we could label the method 

used in this research as progressive conceptual analysis, where the term "progressive" is 

used in the sense of gradualism and building upon each other, meaning an analysis in 

which the steps are built upon each other according to the logic of the research 

questions and certain ontological assumptions. And although this type of analysis 

cannot be formalised precisely because of its progressive nature, it can be described in 

terms of its concrete processuality. 
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IV. CONCLUSIONS 

 

I have attempted to answer the first two research questions in the first two parts of my 

research and dissertation. 

 

In the first part, I first reconstructed the basic outlines of the philosophical anthropology 

of education that can be drawn from the philosophical anthropology of logotherapy and 

existential analysis developed by Viktor E. Frankl.  

According to my analysis, not only philosophy of education, but also educational 

science and pedagogy in general, belong to the so-called noological sciences, which 

deal with ontic conditions only in a technical sense; their essence, on the contrary, is to 

take account of the possibilities of human existence on an ontological level. For such 

disciplines or practices, the fundamental condition is that their practitioners should 

experience their vocation primarily as helping other persons to fulfil their existential 

potential and should represent this attitude with their whole being; the responsibility of 

the agent who formally plays the role of educator is therefore fundamental in this 

approach. 

Drawing on primary sources and the work of Wong (2016), and in the spirit of 

the philosophy of education of logotherapy and existential analysis, we have defined 

education as "the support of human development for a meaningful life, that is, a 

responsible life based on self-transcendence". In all this, 'meaningful life' as the goal of 

the educational process was understood as a life in which the subject of the educational 

process is capable of finding meaning, and, in the event of the possible upheaval or 

uselessness of structures of meaning, is capable of an active search for meaning in his or 

her life. From this perspective, living responsibly does not mean being able to give an 

account of our choices on the basis of a set of values that we are expected to live by, but 

rather, first and foremost, facing the questions that our lives pose to us, taking 

responsibility for our choices and recognising our own formative role in each situation. 

According to the educational philosophy of education for a meaningful life, the capacity 

for this is conscience, which is not a given but needs to be developed, and in this respect 

also refers to the concept of self-transcendence. 

Our analysis of the concept of self-transcendence has shown that it involves the 

capacity to reach beyond oneself towards the other (the world, the other being, the other 
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person) and towards oneself. Self-transcendence towards the other points towards 

“being-by-the-other” and “being-one-with-another”, which are essential conditions for 

both education and learning of any kind; self-transcendence towards oneself is 

manifested in the need and the possibility of development at all times. The structure of 

this aspect is provided by the principle of noodynamics, which is the tension between 

one's current state and the telos he has set himself, the meaning he has to fulfil, and is 

supported by nothing other than education.  

The ontological-anthropological basis of the phenomenon of support in the 

anthropology of education for a meaningful life is the existentiality of “being-by-the-

other” and “being-one-with-another”, which in turn leads to a state when the two parties 

are not separated in the subject-object opposition. One consequence of this is that such a 

“being-by-the-other” is always potentially transformative, and another consequence is 

that, in supporting development, the 'educated' party can never be a passive recipient, 

bearer or follower of the educating influence. The support of development, in Frankl's 

anthropology, can therefore only be based on the free action of the 'educated' himself; a 

genuine educative relationship allows the other person to assert himself 'in his absolute 

otherness'. 

This concept of development and education is, however, inseparable from the 

notion of individuality and the person. The concept of individuality of the philosophical 

anthropology of existential analysis, and its conviction that the person can only be 

understood as an individual, is based on the uniqueness and unrepeatability of the 

human being, which in Frankl's interpretation is not explained by biological, factual 

uniqueness and unrepeatability, but by spirituality. The fact that the spirit can only 

manifest itself through psychophysical endowments – but cannot be identified with 

them or traced back to them – does not change this interpretation. For all these reasons, 

the 'educator', acting according to the principles of logotherapy and existential analysis, 

assumes the existence of a spiritual person even if there is little or no evidence of one at 

present, since he is aware that for the spiritual person to manifest itself, its conditions 

(psychomotor abilities, neurological connections, emotional stability, patterns of 

interpretation, etc.) must also be developed. However, according to the philosophy of 

education that can be reconstructed from Frankl's anthropology, the transformation of 

man in the sense of a 'complete breakthrough' can only be initiated by the human being 

experiencing the change; it can only be initiated by a 'should' (a 'must', a direction, an 

inner need, a self-transcendence) that is lived and experienced in its fullness. A real 
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transformative development in this approach can only be self-determination, self-

education. 

 

In the second part of the research and the dissertation, we reconstructed a possible 

anthropology of the philosophy of education that can be drawn from the programmatic 

work of the enactivist school of cognitive science (Varela-Thompson-Rosch, 1993), and 

then examined whether a dialogue between a meaning-centred and an enactivist 

anthropology of education is possible in terms of the problems raised by our research 

questions. 

We have examined the enactivist approach from the perspective the programme 

of combining scientific inquiry and lived experience, which we believe can be a 

particularly favourable terrain for theorising questions in the philosophy of education, 

and in education in general. From the point of view of the philosophy of education, we 

have highlighted as essential to the enactivist programme the conception of learning as 

meaning-making, where this meaning is not necessarily fixed in symbols, not 

necessarily discursive, and not necessarily articulated linguistically, but at the same time 

it contains the possibility of transformation and development. 

In our analyses, we first looked at the extent to which the central notion of 

embodiment transforms the traditional image of the human dimensions. In this respect, 

it proved to be essential that the enactivist approach's rejection of the traditional 

separation of the human dimensions is not reductionist but quasi-holistic, in full 

accordance with a notion of embodiment that is not only embodied in the (experienced, 

lived) biological organism but also in the concrete situation of each moment. In the case 

of human beings, however, these situations are always interpreted situations, and in the 

circular inter-determination of interpretive networks and experience, according to the 

enactivist interpretation, it is the interpretive network and the wholeness of cognition 

that dominate. 

Examining the concept of embodiment in the context of the organisation-

environment nexus, we conclude that the concept of embodiment as a circular 

relationality of organisation and environment corrects the "adaptivity" conception of the 

vulgarised theory of evolution and of the learning theory of the constructivism, which 

essentially links the success of learning processes to adaptability. The enactive 

approach, on the other hand, proposes a conception of learning that sees cognitive 

processes as processes of mutual self- and co-creation between man and the world, and 
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thus as a fundamentally creative process. This creativity is also underpinned by the 

(non-prescriptive but) proscriptive nature of embodied cognition, whereby no fixed 

meaning is imposed on the cognizer, but those that threaten its own integrity and 

survival are counterproductive. The conditions of integrity, however, vary widely 

according to the characteristics of human lifeworlds, and in principle include cultural-

moral dimensions too. 

In the analysis of the enactivist interpretation of "open-ended reflection" and the 

developmental possibilities it implies, we conclude that the implicit philosophy of 

education in the enactivist approach marks out the specifically human domain through 

two opposing (and cognitively implicated) existential possibilities: one is the possibility 

of non-presence in the totality of our own experience and with it the possibility of mind-

body dualism, and the other is the possibility of presence and with it the possibility of 

the totality (non-split) of experience, which entails not only the transcendence of mind-

body dualism but also the practical transcendence of the distinction between experiencer 

and experience, cognizer and cognized. 

It can be argued, however, that, following the enactivist conception of cognition 

and learning, the enactivist philosophy of education is explicitly developmental in the 

sense that it sees the common history of the living being and its environment - man and 

his world - as a dynamic process based on prior interactions. However, by eliminating 

the notion of representation, it sees the role of the environment as a source of input as 

being emphasised only in cases where something abnormal or unusual occurs, and thus 

defines intelligence - and with it the meaning of learning - as 'normal' instances of being 

in the world, whereas the background to these 'normal' cases is 'a shared world of 

meaningfulness', that is, the interactional community of organisms that employ a shared 

or communicable system of meaningful distinctions. In the case of human worlds, these 

common worlds of meaningfulness can then be defined, thanks to the capacity for 

reflection, not only as communities of meaning, but also as communities of interpreters, 

where again the compatibility or communicability of interpretive systems may be the 

criterion of 'community'. 

However, the enactivist approach does not require pre-given patterns to explain 

meaning formation, but only the ability of an autonomous system to structurally connect 

with its environment. From the point of view of human cognition and being-in-the-

world, one consequence of this approach is that, depending on one's life and experiential 

background, one's domains of meaningfulness can also be located in a potentially 
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infinite register; another is that culturally fixed meaning networks or systems of 

meaning are in their turn also components of the environment, and thus are part of the 

complex environment of cognition not only as meaning structures but also as content 

(experience) that is subject to structuring and restructuring. On the basis of all this, 

however, we can also conclude that changes in meanings, and even in entire interpretive 

networks, are not necessarily - or rather not only - the consequence of anomalous cases 

(experiences that are resistant to interpretation or interpretive systems that prove to be 

dysfunctional), but are part of 'normal' functioning. 

Finally, in reconstructing the anthropology of the philosophy of education that 

can be extracted from the enactivist approach, we analysed the enactivist conception of 

the decentered self. Central to the analysis was the concept of reflection, preferred by 

enactivism, defined as a "mindful", "open-ended" analysis of experience that unleashes 

considerable developmental (transformative) potential for both understanding and 

responsible action based on "presence". From the point of view of open-ended 

reflection, the deconstruction of the everyday 'self', composed of unreflected 

conglomerating patterns, opens up a path of existential, emotional and moral 

development for the reflector; but our analysis questions whether we can really speak of 

a deconstruction of 'the' self and a decentring of 'the' self in these cases. We conclude 

that it is not, at least if by 'self' we do not mean the empirical identity at any given time, 

but the capacity of the self to perceive the unique perspective from which it is able to 

experience and contemplate the world (or its world).  

In this latter sense, the deconstruction of the empirical self does not lead to a 

lack of perspective, but to a broader (and potentially further expandable) perspective, 

which is also the highest human possibility as articulated by the enactivist approach. 

This highest human possibility consists in being able, through our reflexivity, to 

actively reflect back on our own processes of experience-cognition-learning and, with 

them, on the worlds with which we interact. From the point of view of the philosophy of 

education, however, this again leads to the field of self-education, since both reflection 

and the deconstruction of the psychologically determined self, as well as the 

transformative effect of all these, can only take place if the experiencing, reflecting, 

transforming-evolving human being makes it possible through his or her own action. 

This, however, requires a transformative development on the part of the "educator" too, 

given that the empirical self, which is historically and situationally formed as a result of 

psychological determination, tends to produce attitudes that hinder rather than promote 
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education in the true sense (support for development). In this sense, the educator's 

attitude, linked to an open-ended reflection with transformative power, is “responsive”, 

i.e. spontaneous, it does not follow rules, and it adapts its actions exclusively to the 

specific situation and to the embodied history of its pupils. 

 

As a next step, the first two research questions were answered by conducting a 

comparative analysis of meaning-centered and enactivist treatment of certain key 

concepts and ideas based on the previously realized analyses. First, we examined the 

theoretical and methodological assumptions of the two approaches, then the relationship 

between "meaningfulness" and education in the two concepts, and then the definition of 

education as a function of self-transcendence and development. After these three 

preliminary steps, we reviewed whether the model of human dimensions that 

characterizes the concept of education for a meaningful life, as well as the concept of 

the person strongly related to it, withstands the challenges presented primarily by the 

concept of embodiment and the deconstruction of the concept of self within the 

framework of enactivism. 

 In contrast to the apparently sharp difference between the two scientific 

theoretical positions (on the one hand, distinguishing between ontic and noological 

sciences, on the other hand, overriding the distinction between lived experience and 

scientifically investigated cognitive processes), we have shown that the two approaches 

point in a common direction, since both try to integrate the lived life, the lived 

experience, the human possibilities capable of acting in relation to the pre-

determinations, and the human freedom in a non-reductionist scientific discourse. 

 Similarly, the common point between existential analysis and the examination 

of experience with the methodological aid of awareness-meditation proved to be that 

they are based on the experiencer's most unique, unrepeatable and non-generalizable 

lived experience, and are equally sensitive to the "here and now" and the historical 

aspects of current experience and self-interpretation. situational uniqueness, and they 

both claim that the scientific investigation of all of these is possible and desirable even 

if they are by definition inexhaustible in a discursive sense, and in a methodological 

sense will not serve as any kind of "recipe". In the light of all this, we came to the 

conclusion that the essential difference between the two methodologies lies in the fact 

that in the meaning-centered approach, despite the discursive inexhaustibility, meaning-

oriented work with meaning structures is largely realized at the conceptual-discursive 
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level, whereas in the enactivist approach, the deconstruction of conceptually articulable 

meaning structures is more typical for a different level of living and understanding. 

 The interpretation of education in the light of the concept of meaningfulness as 

an analytical aspect led to the conclusion that the characteristic of the entire life 

according to the philosophical anthropology of education, which can be read from the 

enactivist approach, is the possibility of "non-presence" (the wandering and scattering 

of the mind here and there) in the current situations, and a presence characterized by a 

deepened awareness, the practical overcoming of the distinction between the 

experiencer and the experience, the knower and the known, which is closely related to 

the existential of being with something which plays a central role in the educational 

philosophical anthropology of the meaning-centered concept (although the harmony of 

body and mind as a condition of its possibility is only characteristic of the enactivist 

version). 

 According to the analyzes carried out from the point of view of the concept of 

self-transcendence, the motive of self-transcendence is not only a central element of the 

meaning-centered but also of the enactivist conception of cognition and learning. We 

defined the concept of education based on the concepts of self-transcendence and 

development within the meaning-centered approach as the support of human 

development for the sake of a meaningful life, that is, a responsible life based on self-

transcendence. Similarly, in the implicit educational philosophical anthropology of 

enactivism, according to the principle of self-transcendence, we have identified a set of 

human actions in education, the essence of which is the support of self-transcendence 

and development. At the same time, both approaches insisted that the development 

process cannot and should not be described in a value-neutral way, while pre-

determined, externally prescribed values should not be assigned to it either. This double 

bind was solved in the meaning-centered approach by the imperative of the personal 

character of the search for meaning, and in enactivism by the proscriptive understanding 

of development. 

 The analyzes carried out in terms of the relationship between the treatment of 

human dimensions and the concept of the person also started from an apparent 

contradiction, since while the anthropological basis of the concept of education for a 

meaningful life is the ontological distinction of human dimensions, the central concept 

of enactivism, embodiment, seems to act against this distinction. However, our analyzes 

have shown that, in addition to the fact that the enactivist rejection of the distinction of 
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human dimensions is also done in the name of the rejection of scientific reductionism, 

the spirit concept of the meaning-centered educational philosophy does not imply the 

assumption of some kind of third ontic plane in addition to the body and the mind, but 

rather an "ontological" plane beside the ontic plane of the "psychophysical organism ”. 

In light of these aspects, we did not find it relevant what human dimensions the 

individual theories name, but rather what they think about the psychophysical 

determination of man in terms of human possibilities. From this point of view, while the 

spirit-concept of the meaning-centered educational concept meant the existential 

dimension in which a person is able to relate freely to his psychophysical 

determinations and choose his own attitude freely, in the approach of enactivism we 

also encountered the evaluation and treatment as developmental models of practices 

during which the human being is capable of deconstructing his own pre-given 

psychological properties (and with them even reinterpreting them) and overcoming the 

attitude of separation from others and the surrounding world. 

 The starting point of our analysis of the relationship between uniqueness and 

the concept of the person was also an apparently fundamental difference in approach, 

since while the meaning-centered interpretation of education traced human uniqueness 

back to the spiritual character of human beings, the enactivist approach does not 

consider irreplaceably unique just one of the dimensions of the human being, but the 

whole being embodied in its own specific history. At the same time, while the 

individuality of man as a spiritual person cannot be a question for the meaning-centered 

approach (given that the spiritual nature is considered the depository of uniqueness in 

the first place), the enactivist approach ultimately asserts the illusory nature of the 

unique self, showing that the psychic factors that determine our everyday decisions 

structures and interpretive patterns can be subjected to deconstruction, and as a result, 

an existential state can be created, which we interpreted above as the "expansion" of the 

self, or as overcoming the perception of opposition to the environment and separation 

from the environment. 

 In the meaning-centered approach, the spiritual person conceived of as 

inviolable and untouchable is given, which, however, can only manifest itself through 

psychophysical properties; and in the enactivist approach, the embodied self is given, 

possibly composed of patterns taken over more or less unreflectively, from which, with 

the help of the so-called mindful, open-ended reflection, the transcendence of the 
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limited, isolated self can be born at a level that leads to a transformative existential, 

emotional and moral development. 

 

The third part of our research was dedicated to answering our third research question, 

and to this end we examined what "proto-enactivist" motives can be found in the 

educational philosophies of two significant figures in the history of Hungarian 

education, Valéria Dienes and András Pető, as well as the way in which these motives 

are treated and how they can contribute to our conclusions from the dialogue between 

the meaning-centered approach and the educational philosophy of enactivism. 

 During our analysis, we showed that the philosophical anthropology of Valéria 

Dienes is based on a model of the human world that traces all human expression and 

communication back to movement, which we consider to be a proto-enactivist motif 

because she interprets all communicable forms of cognition as embodied, and this is 

fructified also in her educational philosophy in the interpretation of the these that 

movement education can only be the education of the entire personality. 

 As further proto-enactivist motifs, we identified the idea of the natural world 

understood as a network of meaning-bearing movements or choruses of movements, as 

well as the characteristic of the concept of consciousness that Dienes defined it 

primarily as the lived character of the experience. 

 In Dienes's interpretation of the meaningfulness of movement, we identified 

the universality of sign generation and with it the universality of the meaningful 

distinctions for given beings as a feature anticipating the enactivist approach. Dienes’s 

"emergence formula" also proved to be an anticipation of the enactivist approach. 

According to the latter, the mutual interpretation of moving beings representing a 

unique constellation within their environment and perceiving their experiences as 

meaningful against the background of their own irreplaceable history (intertwined with 

that of their environment), is an embodied action that is both unique, but also not 

independent of shared worlds of interpretation; it is a constant, unpredictable creation, 

where the meaning of the events is basically determined by the perceptual network and 

interpretational horizon of the experiencers interacting with each other. 

 In Dienes’s philosophical anthropology of education, we identified the idea of 

the inseparability of the educator and the educated as a motif similar to the educational 

philosophical implications of the enactivism approach, where what the student "learns" 

is influenced by the embodied-historical uniqueness of interactions with the 
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environment and through this the interpretive horizon of the experiencer (drawn by 

actions). In this regard, Dienes’s concept of "evolutionary education" proved to be of 

fundamental importance, which, in the awareness of the constant transformation of the 

"educated", takes into account the fact that "what worked today may not necessarily 

work tomorrow". 

 Another significant proto-enactivist motive from an anthropological point of 

view in educational philosophy proved to be Dienes's insight that the experiencer's 

horizon of meaning is not necessarily embodied in conceptual networks, but in specific 

cases in patterns of perception and action, which also provides a basis for the critique of 

"symbolic", i.e. conceptual-discursive thinking. In this sense Dienes, following 

Bergson, demonstrates the secondary nature of discursive thinking compared to 

movement-driven perception. The criticism of the "dead verbalism" of education is then 

based on this epistemological (and at the same time existential) idea, as well as the 

requirement that real movement pedagogy should not fix forms, but develop the ability 

to create forms, teaching not "morphe", but "energema".  

 In addition to all of this, Dienes's emphasis on the presence in our own 

movements and experiences, which is so easily lost during the automatisms of everyday 

life, especially the everyday life that takes place under the conditions of modern 

civilization, turned out to be also an idea related to the vision of enactivism. 

 During our analysis, we also took into account the limitations of Dienes's 

"proto-enactivism", and at the same time, we also briefly examined the status of the 

concept of the person in Dienes' philosophical anthropology. We found that, with regard 

to the personhood of the human being, Dienes highlights those features that, despite the 

basic embodiment, remove the human being from the determinism of physical 

determination: that unrepeatability, non-objectification, that "untouchability" for one-

sided effects, which can only be opened by one's own existential decision (related to 

Frankl's concept of "being with others"). 

 During the analysis of András Pető's philosophical anthropology, we first 

identified the idea of relative, illusory individuality as a proto-enactivist motif, in the 

sense of which the continuity of embeddedness in the environment precedes the 

independence of action of living beings, and individuation and totalization are 

simultaneous processes whose boundaries are marked by the current perception. 

 The idea that as a biological being, man shows a certain kind of continuity 

with the animal world thanks to the animal psychomotor system, in which "self-like 
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structures" are embedded, has also proven to be relevant both in terms of embodiment, 

natural-environmental continuity, and the deconstruction of the (empirical) self. From 

the point of view of the concept of embodiment, however, perhaps even more important 

is the primacy of the experience of movement - the idea that both the sense of self and 

the primary components of our personal-human constitution, such as the ability to act or 

helplessness, are related to experiences regarding the possibilities of realizing the 

intention to move.  

 At the same time, the idea of cognition as the mutual enaction of human 

beings and their (natural-cultural) environment and the radical historicity that follows 

from it echoes in Pető’s motifs such as the integration of experiences into a common 

code system as a criterion of meaning. 

 In the examination of Pető's philosophical and educational anthropology, we 

also took into account the motives that go beyond the proto-enactivist elements, 

although they do not exclude them. This has proven to be the case, for example, in the 

further thinking of the connection between man and the environment in the direction of 

the specifically human phenomena of "we-consciousness" and love, but also in that kind 

of anthropology which, based on the primordiality of the experience of movement, 

interprets a significant part of human interactions as games of power, while the essence 

of real education is precisely seen in the elimination of power relations. 

 We found that in this context the concept of the person appears in a 

fundamentally moral sense, at the same time providing an existential sanctification for 

the biologically contingent individuality. However, the interpretation of the concept of 

the person in the context of the concept of "genius", which embodies the possibility of 

going beyond the separate individuality, led to the experience of non-separation from 

the whole of existence - similar to the self-expansion referred to by the enactivist 

authors - and finally, we identified it as the ontological-anthropological basis on which 

real education can be separated from its parody, freedom-oriented education can be 

distinguished from the power-oriented one, and control-centric from the trust-centric 

one. According to Pető, this kind of "liberation" makes it possible to organize existence 

in a way that promotes the development of both the individual and the community. 
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 2022. október 14–15.: Balogh, Brigitta: Bewegung als ursprüngliche Form der 
Kommunikation in der Philosophie von Valéria Dienes. „Die Sprachen der Körper 
in Kommunikationsprozessen”. Österreichisches Freilichtmuseum Stübing, Stübing, 
Österreich. Karl-Franzens-Universität Graz, Institut für Erziehungs- und 
Bildungswissenschaft. 

 2022. szeptember 16–18.: Balogh Brigitta – Földesi Renáta: Pető András 
munkássága és a korabeli misztikus és okkult irányzatok hatása. „Életreform és a 
művészetek – kapcsolati hálók, nemzetközi recepciós hatások, misztikus újvallásos 
és okkult irányzatok hatása a 20. század első felében” tudományos szimpózium, 
Csopak. Szervezők: Magyarországi Reformpedagógiai Egyesület, ELTE PPK. 

 2022. május 12–13.: Balogh Brigitta – Földesi Renáta: Összetartozás. Pető András 
a felelősségről. Előadás a Magyar Filozófiai Társaság éves kongresszusán, Szeged. 
Szervező: Magyar Filozófiai Társaság. 

 2022. március 30.: Balogh Brigitta: Die Philosophie von András Pető. Előadás az 
Internationale Herbart Gesellschaft „Persönlichkeit – Charakter – Moralität” című 
kongresszusának kísérőprogramjaként, Budapest. Szervezők: Internationale Herbart 
Gesellschaft, Semmelweis Egyetem Pető András Kar 

 2022. március 11–12.: Balogh Brigitta: Nevelés, erények és phronészisz. A 
gyakorlat-vita. Előadás a III. Oktatás határhelyzetben (Egy évtized kihívásai, 
változásai a pedagógusképzés és a neveléstudományok területén) konferencián. 
Szervezők: Partiumi Keresztény Egyetem Neveléstudományi Intézet, Partiumi 
Keresztény Egyetem Humántudományi Tanszék, Partiumi Területi Kutatások 
Intézete. 

 2021. november 26.: Balogh Brigitta – Földesi Renáta: Pető András - filozófus és 
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Semmelweis Egyetem Pető András Kar. 
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interdiszciplináris hatásai. Előadás az „Életreform és a művészetek – az életreform 
gyökerű művészeti és társadalmi reformmozgalmak a 20. század első felében” 
tudományos szimpóziumon. Szervezők: Magyar Művészeti Akadémia, Magyar 
Művészeti Akadémia Művészetelméleti és Módszertani Kutatóintézet, 
Magyarországi Reformpedagógiai Egyesület, ELTE Pedagógiai és Pszichológiai 
Kar. 

 2021. szeptember 10–11.: Balogh Brigitta – Földesi Renáta – Komár Lajos: Pető 
András filozófiája – nyugati és keleti elemek és hatások. Előadás az „Életreform és a 
művészetek – az életreform gyökerű művészeti és társadalmi reformmozgalmak a 
20. század első felében” tudományos szimpóziumon. Szervezők: Magyar Művészeti 
Akadémia, Magyar Művészeti Akadémia Művészetelméleti és Módszertani 
Kutatóintézet, Magyarországi Reformpedagógiai Egyesület, ELTE Pedagógiai és 
Pszichológiai Kar 
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Semmelweis Egyetem. 

 2021. március 26.: Balogh Brigitta: Pedagógiai antropológia és normativitás: az 
etikai gyakorlat-fogalom tanulságai. Előadás „A társadalomtudományok harminc 
éve a Partiumban” konferencián. Szervezők: Partiumi Keresztény Egyetem, 
Debreceni Egyetem, Partiumi Területi Kutatások Intézete. 

 2020. nov. 29. – dec. 1.: Balogh, Brigitta: Movement, Interconnectedness, Freedom. 
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Education, Budapest, 2020. Organizers: International András Pető Association 
(IPA); András Pető Faculty – Semmelweis University (APF) 

 2019. november 30.,  Debrecen: előadás a „Hang, szó szellem. 19. századi 
filozófia” konferencián. Szervező: Debreceni Egyetem, Filozófiai Intézet. Az 
előadás címe: A szellem teste. Nyelv, beszéd és szellem viszonya Hegel és Bergson 
filozófiájában 

 2019. november 29., Budapest: Balogh Brigitta – Kemény Bertalan: Dienes 
Valéria és a magyar filozófiatörténeti kánon. „Ki a jelentős magyar 
filozófus? Relevanciakritériumok és kánonalkotás a 19-20. századi magyar filozófia 
történetírásában”. Bölcsészettudományi Kutatóközpont, Filozófiai Intézet.  

 2019. november 29., Budapest: plenáris előadás a Magyar Tudomány Ünnepe – 
„Értékteremtő tudomány” tudományos rendezvényen. Szervező: Semmelweis 
Egyetem Pető András Kar. Az előadás címe: Konduktori kompetenciák a konduktív 
pedagógia nevelésszemléletének tükrében. 

 2019. november 15–16., Budapest: előadás a “Tánc és kulturális örökség” VII. 
Tánctudományi Konferencián. Szervező: Magyar Táncművészeti Egyetem. Az 
előadás címe: Túl a mozdulatművészeten: Dienes Valéria orkesztikájának helye a 
magyar kulturális örökségben 

 2019. november 7–9., Pécs: előadás az Országos Neveléstudományi Konferencián. 
Szervező: (az MTA Pedagógiai Tudományos Bizottságának megbízásából) Pécsi 
Tudományegyetem. Az előadás címe: Alasdair MacIntyre filozófiai 
antropológiájának neveléselméleti olvasata és a hagyományok racionalitása. 
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interdiszciplináris megjelenése a 21. században” konferencián. Szervezők: Pécsi 
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Conference on Heuristics: Motivating, Orienting and Modeling Invention” 
konferencián. Szervező: MTA BTK Filozófiai Kutatóintézet. Az előadás címe: 
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Philosophy, Psychology and Pedagogy. 

 2019. július 17 – 20., Porto: előadás az „ISCHE 41: Spaces and Places of 
Education” nemzetközi konferencián. Szervezők: International Standing Conference 
for History of Education; Universidade do Porto. Az előadás címe: Perception and 
Construction of Space in the Movement Pedagogy of Valéria Dienes 

 2019. június 27–28., Budapest: előadás a „MacIntyre 90 – Practice, Tradition, 
Natural Law” nemzetközi konferencián. Szervezők: Magyar Közszolgálati Egyetem, 
MTA BTK. Az előadás címe: Practice, Meaning and Non-discoursive Knowledge. 
On Alasdair MacIntyre’s Concept of Rationality. 

 2019. május 30–31., Eger: előadás „A magyar neveléstudomány és a filozófia” 
konferencián. Szervező: Eszterházy Károly Egyetem. Az előadás címe: Dienes 
Valéria pedagógiai antropológiájának filozófiai alapjai. 

 2019. május 2–4., Graz: előadás az „Erziehen in einer unübersichtlich gewordenen 
Welt” konferencián. Szervező: Universität Graz. Az előadás címe: Tugendethik, 
Praxis und Erziehung. 

 2019. január 17–18., Budapest: előadás a „Hidden Stories: Life Reform 
Movements and the Arts” nemzetközi konferencián. Szervezők: Műcsarnok, ELTE 
PPK. Az előadás címe:  Life Reform – through Movement. The Pedagogy of 
Movement of Valéria Dienes as a Life Reform Method. 

 2018. november 8–10., Budapest: előadás az Országos Neveléstudományi 
Konferencián. Szervező: (az MTA Pedagógiai Tudományos Bizottságának 
megbízásából) ELTE PPK. Az előadás címe: A „gyakorlat” mint tudományelméleti 
fogalom és mint tudásforma. 

 2018. november 8–10., Budapest: társszerzős előadás az Országos 
Neveléstudományi Konferencián. Szervező: (az MTA Pedagógiai Tudományos 
Bizottságának megbízásából) ELTE PPK. Az előadás címe: Balogh Janka – Fenyves 
Márk – Balogh Brigitta: A reformpedagógia gyermekképe Isadora Duncan és 
Raymond Duncan táncpedagógiájában. 

 2018. október 12., Nagyvárad: előadás az „Oktatás határhelyzetben II.: Életre 
nevelni” neveléstudományi konferencián. Szervező: Partiumi Keresztény Egyetem, 
Nagyvárad. Az előadás címe: „Szellemi” létezés és „testi” tudás Dienes Valéria 
pedagógiai antropológiájában. 

 2018. október 12., Nagyvárad: társszerzős előadás az „Oktatás határhelyzetben II.: 
Életre nevelni” neveléstudományi konferencián. Szervező: Partiumi Keresztény 
Egyetem, Nagyvárad. Az előadás címe: Fenyves Márk – Balogh Brigitta: A 
gondolat testvérévé emelt mozdulat: a mozdulatművészet élő pedagógiája. 

 2018. augusztus 29 – szeptember 1, Berlin: előadás az „ISCHE 40: Education and 
Nature” nemzetközi konferencián. Szervezők: International Standing Conference for 
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History of Education; Humboldt-Universität Berlin. Az előadás címe: Nature, 
Naturality and Sacrality in Rudolf Steiner’s Pedagogical Anthropology. 

 2018. június 5-8, Tampere, Finnország: előadás a „Hegel’s Encyclopaedic System 
and its Legacy. 32nd International Hegel Congress of the International Hegel-
Society” konferencián. Szervezők: Internationale Hegel-Gesellschaft, University of 
Tampere. Az előadás címe: System und Erziehung. Der Hegelsche Systemgedanke 
als Leitfaden einer möglichen pädagogischen Anthropologie 

 2018. június 1, Eger: előadás a „Bildung – neveléstudományi és filozófiai 
megközelítések” című konferencián. Szervező: Eszterházy Károly Egyetem. Az 
előadás címe: Műveltség, képzés, önszervezés - a hegeli Bildung-fogalom 
aktualitásáról. 

 2018. április 13, Budapest: előadások az „Eszmélet – gondolat – mozdulat. Dienes 
Valéria filozófiája” című konferencián. Szervezők: ELTE–BTK Magyar Filozófia 
Központ, Orkesztika Alapítvány. Az előadások címe: Balogh Brigitta: Individualitás 
és kontinuitás Dienes Valéria filozófiájában; Fenyves Márk – Balogh Brigitta: 
Dienes Valéria terminológiája. 

 2018. február 8, Budapest: előadás „A magyar filozófia történetei” című 
konferencián. Szervezők: MTA BTK Filozófiai Intézet, ELTE BTK Magyar 
Filozófiai Központ. Az előadás címe: Az intézményesült filozófia peremvidékén: 
Dienes Valéria filozófiája. 

 2017. november 30, Budapest: plenáris előadás az „Emberközpontú tudomány a 
konduktív nevelés gyakorlatában” című konferencián. Szervező: Semmelweis 
Egyetem – Pető András Kar. Az előadás címe: Egész-volt a tökéletlenségben. 
Fejezetek az egészség nem-mechanikus felfogásának történetéből. 

 2017. november 17-18, Budapest: előadás a „Táncművészet és intellektualitás” 
című, VI. Nemzetközi Tánctudományi Konferencián. Szervező: Magyar 
Táncművészeti Egyetem. Az előadás címe: Kandinszkij „szellemi” tánc-
értelmezésének filozófiai háttere és pedagógiai következményei 

 2017. október 27, Budapest: előadás a „Mozdulat – Művészet – Zene – Pedagógia” 
című konferencián. Szervezők: Orkesztika Alapítvány, ELTE Pedagógiai és 
Pszichológiai Kar Elméleti- Történeti- és Összehasonlító Pedagógiai Kutatócsoport, 
Fővárosi Szabó Ervin Könyvtár – Zenei Gyűjtemény. Az előadás címe: 
Gondolkodás, mozgás, mozdulat: Hegel – Bergson – Dienes 

 


