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Abstract

In this thesis I offer an alternative to the hyper—individualistic, hyper-performative
means-end dynamic that dominates contemporary educational practice. 1 foreground
dimensions of experience that possibilise an approach that is neither instrumentatlised
nor instrumentalising; an approach I term (a) (more) just education. The thesis opens
with an analysis of how the reduction of education to use-value is both dependent on,
and perpetuating of, a conception of subjectivity that overlooks the facticity of
embodied life. The prevalence of dualist assumptions in both liberal and critical
educational thinking and the persistence of these assumptions despite explicit attempts
to think otherwise is mapped out and I draw a link between these assumptions and the
privilege accorded to displays of understanding. Alongside this analysis I propose that
the seemingly all-pervasive Cartesian legacy might be circumvented by approaching the

question of subjectivity from a kinaesthetic perspective.

This kinaesthetic approach is outlined with reference to the somatic dance practice of
Skinner Releasing Technique (SRT). The practice of SRT offers up three ‘kinaesthetic
provocations’ that invite re-thinking both the dynamics of education and the dynamics
of justice. Throughout the thesis I explore an interplay between these provocations and
the work of Derrida and Deleuze/Deleuze and Guattari; and through this interplay I
unsettle the dualisms of self and other, self and world, and self and work. By
approaching the shaping of subjectivity from a bodily, kinaesthetic perspective I submit
the bodies called teachers and students, the bodies of practice called teaching and
learning, the bodies of knowledge called curricula and the ideal body called justice to
processes of deterritorialisation. Untethering education from its ends in this way
affords the possibility of approaching education as an experience of passage. [ argue

that an emphasis on passage offers up educational consequences that are shared in



rather than shared out and that therefore escape the grip of performative categorising
trends. Through this account the role of the educator becomes one of affirmation,
rather than validation, and I conclude the thesis by examining the particular sensitivities

that this demands.
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Chapter 1 - Situations

Introduction

In this thesis I explore the relationship between (in)justice and education through
foregrounding the interests of a series of forgotten others: the forgotten others who are
overlooked by a dominant discourse oriented by the spectacle of individual
achievement, the forgotten others of non-categorisable, intersubjective dimensions of
experience and the forgotten other of a sense of passage that we might call education.
However, before introducing my research it is perhaps worth situating myself as a
researcher as my story offers a fairly direct way of fleshing out dimensions of my focus
of investigation and methodology that might otherwise appear somewhat esoteric. My
background is that I am a professional contemporary dancer and dance educator within
the Higher Education sector, a combined history of over 30 years. As a performer and
as a teacher I have always worked with what has now become known as a "somatic"
approach wherein my, and my students', articulation of movement (in other words the
accuracy and skill of our dancing) was developed through attentiveness to kinaesthetic
sensation rather than through the imitation of an objectified ideal form. The inscription
of a field of somatics is credited to philosopher and somatic practitioner Thomas Hanna,
who identified a number of practices that were loosely connected by their shared
privileging of first-person bodily experience:

Somatics is the field that studies the soma: namely, the body as

perceived from within by first-person perception. When a human

being is observed from the outside - i.e., from a third-person

viewpoint - the phenomenon of a human body is perceived. But, when

this same human being is observed from the first-person viewpoint of

his own proprioceptive senses, a categorically different phenomenon
is perceived: the human soma (1995, p. 341, original emphasis).'

' Hanna first used the term in 1970 in his book Bodies in revolt: a primer in somatic thinking, Austin, TX:
Holt Rinehart and Winston



More recently the term "somatic practices" has become the common descriptor of the
field in order to indicate the diversity of approaches and differing functions of the
various disciplines, some of which have a therapeutic focus whilst others were
developed for purposes of dance and performance training.> Although the terminology
of somatics is drawn on in this thesis I more often simply refer to "kinaesthetic
experience" in order to underline that I am referring to a dimension of sensorial
awareness that can be cultivated in or outside of the context of any given discipline. |
use the term "kinaesthetic experience" with the same deliberate imprecision as Joan
Skinner (Skinner, Davis, Davidson, Wheeler and Metcalf, 1979; Skura & Skinner,
1990) as it is the specific somatic approach that she instigated that I practise and teach
and that I draw from in this thesis. In so doing I acknowledge that her use of this
terminology blurs the distinction between apprehensions that are proprioceptive
(sensitivity arising from the orientation, position and movement of the body and body
parts), interoceptive (sensitivity to stimuli within the body) and exteroceptive
(sensitivity to stimuli arising outside of the body). > The notion of kinaesthetic
experience that I take from Skinner alludes to how our awareness of sensation can be
drawn as well as directed, in other words it refers to an attunement to affect rather than

a fine-tuning of intention.

In their analysis of Western contemporary dance training Fortin, Vieira and Tremblay
(2009) assert that a somatic approach (though increasingly valued) continues to occupy
a marginal status and they describe the more dominant discourse as that of ‘pursuing the

quest for perfection' (Fortin et al., 2009, p. 60) through the imitation of a pre-ordained

? For a historical overview see Eddy, M. (2009) A brief history of somatic practices and dance: historical
development of somatic education and its relationship to dance Journal of Dance and Somatic Practices
1(1).5-27.

3 Although Hanna (1995) refers to proprioceptive awareness in his definition, the role of touch in all
somatic practices blurs extero/proprio ceptive boundaries at the level of experience.



ideal. My own history has involved cultivating the marginal even whilst in the midst of
the mainstream as [ have danced for conventional as well as experimental
choreographers and have both taught and played a leadership role within the

traditionally conservative and intensely stratified environment of elite conservatoires.

My experience has been that introducing somatic practices into the conservatoire sector
challenges these stratified educational environments in three ways. Firstly, as reflected
in the citation above from Hanna (1995), first person kinaesthetic experience escapes
third person interpretations and generalisations and therefore disallows pedagogical
practices that rely on hierarchical comparisons. Secondly, in somatic practices learning
is attributed to a practice of non-doing. Suspending intentional action to allow for
heightened attention to kinaesthetic sensation involves pedagogical practices that are
not oriented by overt displays of achievement. Thirdly, somatic practices challenge the
individualism of these conventionally competitive and hierarchical environments
because, perhaps paradoxically, tuning in to the irreducibly personalised realm of
kinaesthetic sensation brings to our awareness that we are not isolated and autonomous
beings. At a basic level we notice that even a given breath is not "our own" but is a
movement between self and environment that happens without our conscious direction.
Reflecting on this dimension of awareness Ravn paraphrases the skill of somatically
informed dancers as: 'how they work to make themselves "transparent" to what might
appear from the environment' (2010, p. 27 original quotation marks).* Similarly,
Skinner describes the dancers she works with as 'almost in a state of transparency'

(Skinner & Dempster, 1996, p. 26), in other words: 'they have a sense of being danced

* The scope of Ravn's research project included the subjective experiences of dancers from a range of
dance disciplines. The comments quoted here were made in relation to dancers who specifically work
from a first person somatic perspective, in this instance, practitioners of Butoh and the somatic practice
Body Mind Centering® (BMC).



rather than performing the dance' (Skinner et al., 1979, p. 12). The intersubjective
dimension of experience that Skinner and Ravn are alluding to, which I shall henceforth
refer to as "becoming almost transparent”, foregrounds the productive force of affect
and unsettles the notion of a closed and autonomous subjectivity that has historically

been sustained by educational discourses.

I call these three characteristics of attending to kinaesthetic experience the three
kinaesthetic provocations, or strands of provocation, because provocation suggests an
encounter that evokes a bodily response; a "gut reaction" or momentary catch of breath
or increase in muscular tension for example. Yet the dynamic of provocation that I am
suggesting 1s not antagonistic, heroic or aggressive. Rather than making a grand
gesture or shouting out loud the kinaesthetic provocations are quiet and understated but
nevertheless nudge thought in a new direction. My experience in the dance
conservatoire sector was that these provocations had a significant and positive impact
on pedagogical practice and curriculum design. Finding places in the curriculum to
shift the emphasis from display and comparison to attentiveness and experience not
only changed the atmosphere of the learning environment but also arguably developed
dancers better able to make their way in a fast changing and unpredictable art form

(Clarke, 2010, 2011; Reed 2011; Roche 2015).°

Ends and means

The elite contemporary dance conservatoire is not the only highly stratified educational

environment. Much of contemporary UK education at all levels and in various contexts

® Although I note the positive impact on employability that the influence of somatics has had on the dance
sector my work in this thesis distances the work of education from such external ends.



is firmly embedded in frameworks of categorisation and hierarchical comparison
designed to ensure that learning has happened and to ascertain precisely how much
learning has happened and it is this broader context that I am concerned with in this
thesis. At its most extreme the pre-occupation with validating individual achievements
(be they those of students, of teachers, or of institutions) plays out in the discourse of
hyper-accountability; a discourse much criticised for the way in which it obscures
differences and demands commensurability (Blake, Smeyers, Smith & Standish 1998;
Dhillon & Standish 2000) and for the way in which, particularly in the school context,
this re-inscribes unjust divisions of status and privilege (Ball, 2006, 2008; Ecclestone &
Hayes, 2009; Gillborn, 2008; Gillborn & Youdell, 2000).° However, the rightly much
maligned dynamic of contemporary performativity merely intensifies a well established
and taken for granted enmeshing of display, measurement, comparison and pedagogical
practice and the effects of this more fundamental entanglement also deserve critical
examination. It is therefore in the midst of this entanglement that I locate my research.
In critically examining the emphasis of education on individual achievement I am not
claiming that achievement and/or its validation can never be justifiable, I am merely
suggesting that approaching education as only a "means" in the service of these "ends"
is both un-educational and un-just. With this in mind I extend existing critiques of the
dominant discourse both with regards to what I identify as perpetuating the emphasis on
measurable "ends" (which I claim inevitably leads to injustice) and with regards to sow
I approach resisting this tendency. Crucially it is my background as a somatic
practitioner that accounts for the uniqueness of my approach to the questions of both
what and how and it ultimately plays a decisive role in determining the uniqueness of

my contribution to educational theory. With regards to what: 1 focus specifically on

® I shall examine these arguments in detail in the next chapter.



the way in which educational theory and practice is shaped by a rationalist conception
of subjectivity that assumes a hierarchical division of mind over body. With regards to
how: 1 resist this persistent mind/body hierarchy by taking seriously insights arrived at
through attending to kinaesthetic experience (the aforementioned kinaesthetic
provocations) and by drawing on these to theorise a different conception of subjectivity
and a different means/end dynamic for education. My contention is that this dynamic
shift might afford the possibility of (a) (more) just education. Underscoring this
contention is the way in which "just education" has two dimensions which are
intimately related and at same time are productive of paradox; for education can only
serve the interests of a just society (a [more] just education) if it is disentangled from its
function of determining the status of its participants in an existent social order (and
therefore is [a] just education untethered from external ends). Put simply, education

can only be just education if it lets go of the "end" of justice.

In the context of this thesis my kinaesthetic work both hangs in the margins and
pervades the middle, just as it has throughout in my career as a dancer and educator.
The kinaesthetic dimension of the work hangs in the margins for the thesis is not
situated in the context of dance education and my focus is not a reflexive engagement
with my own teaching or creative practice, albeit that there are reflective and reflexive
dimensions to the writing as my own experiences as both teacher and dancer surface
throughout.” Moreover, from another perspective kinaesthetic experience hangs in the
margins because | position myself as a kinaesthetic expert with some reserve. I am
perhaps best placed as an expert witness or attendee as I have a long history of

attending to my own kinaesthetic experience and of witnessing my students attend to

7 Kinaesthetic experience also hangs in the margins in that this doctoral study is not positioned as a
Practice as Research (PaR) contribution (common to PhD submissions arising from kinaesthetic research)
whereby the submission would include a component of live or filmed movement exploration.



theirs. However, both as a teacher and as the writer of this thesis, I side-step the
position of expert about kinaesthetic experience as my argument avoids scientific
explanations that justify somatic practice through claims of improved well being and/or
improved bio-mechanical performance. Similarly I offer an alternative approach to the
prevalent usages of kinaesthetically oriented research in the field of education, which
seek out improved educational achievement through utilising notions of kinaesthetic
intelligence (cf. Gardner, 1983) or kinaesthetic learning styles (cf. Dunn, 1984). The
kinaesthetic provocations and my interest in de-composing the means/end dynamic
combine to make such instrumentalist and evidence-based approaches highly
inappropriate and kinaesthetic experience is therefore not objectified as verifiable data.
Kinaesthetic experience thus hangs in the margins because I have deliberately excluded
these possible situations. Rather than asking what I can find out about kinaesthetic
sensation by objectifying it I am concerned with utilizing insights that surface through
attending to it. As such kinaesthetic experience reverberates through the very core of
this research by acting as a way of provoking new conceptualisations. To make this
claim might at first sight appear somewhat grandiose but there is a useful analogy to
this to be found in how Deleuze discusses cinema. Deleuze, whose work is introduced
in chapter 3 and is drawn on throughout this thesis, claims that in his books Cinema 1
and 2 he did not theorise cinema rather he theorised the concepts that cinema 'provoked'
(Doel 2007, p. 422). The time and movement images created by the cinematic practice
of certain film-makers nudged his thought in new directions. In a similar way, my
practice of attending to kinaesthetic experience provokes conceptualisations that I bring

to language in this thesis and that are drawn on to contribute to the overall discussion.



Situating education, situating justice

As I have already indicated, the research draws on insights arrived at by attending to
kinaesthetic sensation but is not located within or oriented towards the frame of dance
education. [ orient the question of a just education in relation to how subjectivity is
conceptualised rather than in relation to a specific institutional context. Yet I
acknowledge that much (but by no means all) of the literature from the field of
education that I draw upon is located within the specific context of compulsory
schooling. The reason I choose not to contain my theorising within this, or any other,
institutional frame is that by arguing for a (more) just education I am arguing for just
education, untethered from the institutional responsibilities of assigning students
differential status. I fully accept that this "sorting" function is one of the existent roles
of educational institutions and that there are many justifications for the continuance of
such a purpose within an advanced capitalist society. We may well want to know that
the surgeon about to operate on us is qualified to do so (in the sense of having the
requisite degree of skill, knowledge and experience) but that does not necessarily make
the need for verification of qualification per se an educational question. That
educational institutions can have different purposes, not all of which are educational, is
a point usefully highlighted by Biesta (2009a, 2010b) in his critique of the 'who is better
and who is best' agenda (Biesta 2009a, p. 33). Biesta's argument is considered in detail
in chapter 4 but it is worth noting here as it raises the question of what makes education
educational. Biesta arrives at what education is for (purpose) by first looking at what
education, in the context of schooling, functions to do. The functions he identifies are
qualification (the skills to do something), socialisation (insertion into an existent social

order) and subjectification, which he defines as:



[..] about ways of being that hint at independence from such orders; ways of being in
which the individual is not simply a ‘specimen’ of a more encompassing order. (2009a,

p. 40).

Biesta argues that qualification and socialisation are geared to maintain an existent
social order and therefore serve ends external to education. Subjectification, however,
is a truly "educational" purpose for it concerns the bringing forth of unique subjective
perspectives, therefore allowing for change and renewal.®  Although in chapter 4 I
depart from Biesta in several significant respects my argument serves to underscore,
rather than contradict, that there is a relationship between how subjectivity is
conceptualised and the purposes ascribed to education. In addition, my argument
highlights that an overemphasis on external ends not only frustrates the educational
dimension of education but also frustrates the possibility of students being treated
justly. I contend that it is only by first rethinking the subject of education (both the
process itself and its human subjects) for education's sake that we can meaningfully
discuss the appropriateness or otherwise of the ends ascribed to it. This is why this

thesis is concerned with just education.

Yet what do I mean when I say education enacts injustice and what do I envisage as (a)
(more) just education? This clarification is necessary for as Fraser (1997) explains
justice is a contested concept. It can either be approached as a question of material re-
distribution or as a question of cultural recognition. Fraser's claim is that the

complexity of how injustice is re-enacted demands that these two conceptions of justice

¥ Cf. Standish (2000) who argues that the relationship between socialisation and what Biesta calls
subjectification is different at different stages of life. Socialisation has to come first as ‘criticism needs
something to purchase on (2000, p. 175) therefore the challenge for the school teacher is how education
can infiltrate these necessary socialising processes.
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need to somehow be brought together, as identity politics on its own risks overlooking
the impossibility of a just society if economic disadvantage persists while at the same
time economic equality is impossible to sustain in a society that re-inscribes cultural
hierarchies. While Fraser is undoubtedly right to highlight the complexities latent in
calling for a more just society my interest in (a) (more) just education raises slightly
different issues. In disentangling education from external ends I disentangle education
from the responsibility for (future) social justice that is so often ascribed to it. While
wholeheartedly agreeing that social justice is important and that furthering both cultural
and economic dimensions of this should be priorities in any democratic society I
reiterate that these are not strictly speaking educational questions. Making them so
merely shifts the blame for society's inequalities onto teachers and allows politicians
and the rest of us to shirk our responsibilities. Nevertheless, Fraser's classifications and
her remedial strategies for a just society provide a useful base from which to distinguish
the specific relationship between education and justice that [ am concerned with. The
current dynamic of educational practice, particularly as intensified by the discourse of
hyper-accountability, performs what Fraser defines as cultural injustice since teachers
categorise and define students in relation to pre-existing norms. Fraser identifies two
possible remedial strategies for this type of injustice. The first, affirmation, maintains
the existing categories but offers a 'surface reallocation' of respect to all.” The second,
transformation, destabilises existing categories by 'deeply restructuring' how these are
defined (1997, p. 27). In the educational context both of these remedial strategies
would leave in tact the educator's job of validating a student's position, however
radically redefined the categories might be or however positively the teacher couches

the categorisation. Indeed, the strategy she calls affirmation might more fittingly be

? Fraser’s (1997) conception of affirmation has to be distinguished from how I talk about the dynamics of
affirmation later in this thesis. In chapters 6 and 7 I discuss a conception of affirmation that is not
remedial nor in relation to lack.
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called a strategy of validation because the teacher maintains this categorising power.
The kinaesthetic provocations I have outlined unsettle the assumptions that ground not
only these remedial strategies but also the underlying dualist propensity to categorise.
They thus invite a conception of justice that circumvents systems of stratification, one
oriented by what Allan, drawing on Deleuze and Guattari, has described as a continual
're-working of educational spaces as smooth' (2008, p. 55). Justice therefore moves
from being an ideal "end" external to the process of education to being a force that is

kept alive in and by moments of teaching and learning.

Vessels and tributaries

As 1 have indicated above, this is a thesis that explores the relationship between
(in)justice and education. Yet at the same time my claim that education can only be
(more) just if it is untangled from external ends, including the "end" of justice, makes
proposing a model of good or just practice inappropriate. It would also be antithetical
to my purpose to claim that a shift in pedagogical dynamics will promote a more just
society. I recognise that to some extent my desire to loosen the grip of ends creates a
certain tension when it comes to defining any objectives and I therefore approach the
task of structuring this research with the proviso that the objectives lightly contain and
hold the research rather than acting as demands to be conclusively met; and with the
proviso that I approach my research questions as dimensions to be opened up rather

than as problems to be solved.

The focus of my research is to explore whether thinking otherwise than through dualist

dichotomies can afford the possibility of (a) (more) just education. Its contribution is to
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offer teachers an alternative dynamic to that of achievement and display, one that
privileges searching for the small moments when teaching occurs. I make this offer by
foregrounding the interests of a series of forgotten others: the forgotten others who are
overlooked by a dominant discourse oriented by the spectacle of individual
achievement, the forgotten other of non-categorisable intersubjective dimensions of
experience and the forgotten other of a sense of passage that we might call education.™
The objectives of my research are:

To analyse the dualist divisions that have created the de-privileged

position of these forgotten others; to explore whether kinaesthetic

experience can open up ways of thinking that avoid re-inscribing

these hierarchies; and to explore a pedagogical dynamic that offers

both an experience of education and an experience of justice.

I approach these objectives through a series of research questions opened up by the

kinaesthetic provocations.

The first kinaesthetic provocation, that kinaesthetic experience is irreducible and
escapes third person interpretations and generalisations, provokes the research
questions:
What (if anything) can kinaesthetic experience bring to our awareness
that is overlooked in discourses dominated by language? How does
attempting to bring this to language avoid collapsing into a
fragmented and partial account? If a mode of approaching

self/world/other can be drawn from kinaesthetic experience how

' The relationship of (in)justice to forgotten others is explored in detail in chapter 4.
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might it contribute to re-thinking what kind of process education

might be?

The second kinaesthetic provocation, attentive non-doing, gives impetus to the
questions:
What are the conditions necessary for attention to be drawn as well as
directed? Does re-sensing moments of teaching and learning invite
re-thinking what kind of interaction education might be? How might
this re-sensing avoid re-inscribing hierarchies and circumvent

injustice?

The third provocation, becoming almost transparent, prompts the questions:
What is the particular relationship of subjectivity and intersubjectivity
offered up by 'becoming (almost) transparent'? How does practising
transparency differently affect the relationship between pedagogical

practice and its consequences?

Although I have presented the provocations as separate strands that link objectives to
specific questions this is a purely provisional arrangement. The distinctions between
objectives and method, means and ends, remain volatile and unstable throughout.
Nevertheless, the quiet unsettling that these provocations engender keeps its potency,
enlivening and extending the arguments that unfold from my critical engagement with
relevant literature. In this process the provocations are invigorated as well as
invigorating and thus they continually reconstitute their relationship to each other and

redefine the questions they generate and the concepts they provoke.
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Forging an approach

This thesis is concerned with (a) (more) just education; in the double sense of a process
uncoupled from domination by its ends ([a] just education) and a process that does not
unjustly stratify its participants (a [more] just education). Oriented by this concern I
position this thesis as a philosophical enquiry that draws on kinaesthetic experience to
offer an alternative pedagogical dynamic to that of the dominant discourses. The
strategy for unfolding my argument is to draw upon kinaesthetic experience as an equal
player to the texts that are analysed. What kinaesthetic experience offers is a dimension
of experience that places us in a world of fluxing relations, as my earlier comments
about breath serve to illustrate. This is a dimension of experience that precedes and
escapes the dominant tendency to approach the world as a collection of definable
"things" and therefore makes imperative that I reject the objectification of kinaesthetic
experience as data. Moreover, kinaesthetic experience is an attunement to the body's
capacity for sensation as distinct from our capacity for either intention or action and it

is this affective dimension that so powerfully allows for new directions of thought.

This thesis thus maps a movement of thought and I situate this movement of thought as
having a poststructuralist inflection. There is a strong affinity between the uncertainty
and incompletion with which kinaesthetic experience challenges notions of fixed
subjectivity and the challenge proffered by poststructuralism, specifically the work of
Derrida and Deleuze/Deleuze and Guattari. Their work helps me articulate the concepts
that kinaesthetic experience provokes and at the same time constantly forces me to be
vigilant of my own assumptions and predilections. Drawing on the work of Derrida and
Deleuze/Deleuze and Guattari is certainly not the only possible route to challenging the

means/end dynamic of performativity in the interests of a more just education. Dhillon



15

and Standish (2000), for example, express a similar disquiet about performativity to that
expressed here and argue that Lyotard’s work opens avenues through which to approach
the question of ‘just education’. While Lyotard’s foregrounding of indeterminacy and
of ‘what does not lend itself to being seen’ (Lyotard, 1971, cited in Smith 2000, p. 125)
resonates with the concerns outlined here, the specific parameters of both my critique
and my contribution have led me to draw on the work of Derrida and Deleuze/Deleuze
and Guattari when building my argument. The critique that I offer is specifically in
response to the consequences of dualist constructions of subjectivity and my
contribution is generated by the ways in which kinaesthetic experience foregrounds an
alternative understanding of self/other, self/world and self/work relationships.
Although, as discussed in chapter 3, Deleuze and Derrida differ form each other in
significant respects, each discusses the shaping of experience through concepts and
quasi-concepts that powerfully interact with the kinaesthetic provocations [ have
identified above and it is this meeting of their work and the kinaesthetic provocations

that allows me to think differently than through dualist dichotomies.

By drawing on Deleuze, Derrida and the kinaesthetic provocations I move from
analysing the influence of dualism on the prevalent discourses of education towards
suggesting an alternative way of thinking about what education might offer. To this
end | also draw on a range of literature that explores the experience of tuning into the
flux of life, most notably the work of the anthropologist Tim Ingold and accounts of
heightened sensorial awareness from Kuppers (2011a, 2011b) and Baggs (2007). 1
therefore traverse several fields of literature in the course of this thesis but my research
is propelled by an educational problem and the contribution I offer rests securely in that

domain. The central part of the thesis looks more closely at the dominant, dualist
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conception of subjectivity by examining three tributary dichotomies: self/other,
self/world and self/work. These dichotomies structure my exploration of the work of a
number of educational theorists who grapple with these divisions and offer an
alternative to the dominant trend. 1 draw on the aforementioned philosophical and
somatic literature to subject these texts from the field of education to critique but also
draw on kinaesthetic experience to tease out new dimensions to their arguments that
might otherwise be overlooked. This process of thinking differently leads into a series
of affirmations and hesitancies, offering an alternative pedagogical dynamic while

contending with questions of consequence and accountability.

Before going on to give a more detailed description of the structure of this thesis
through a chapter outline it is worth pausing to underline that the form of the "body" of
this thesis (like our own body) is not only determined by issues of structure but also by
issues of movement and tone. In this respect the form of this thesis offers certain
challenges when set against the conventional expectations of the academy and of
doctoral work. In the context of a thesis a process of re-searching is expected to give
rise to the claim of a secure position, yet a hyper-capacity to sense foregrounds flux and
constant re-negotiation. If you spend a moment really attending to the sensation of
standing still, for example, you discover you are not standing "still" at all but are
engaged in a process of constant micro-adjustments in response to gravitational forces.
Similarly in this thesis, the relationships between the constituents: kinaesthetic
experience, education and justice, and the roles of content and methodology, are subject
to ongoing renegotiation in the course of elaborating and sustaining my "stance".
Moreover, my commitment to affirming the murky side of sentience affects not only the

"what" and "why" of what is said but also the "how" of the saying, for my arguments
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are partly drawn from almost indiscernible realms of experience and there is a tension
in trying to formulate what escapes formulation. There is a pull between openness and
specificity that is characteristic both of kinaesthetic sensation and of the interplay of
analysis and affect that permeates this thesis. This tension invites a use of language that
attempts precision while leaving space for ideas to reverberate. There is thereby a
poetic inflection to the writing style employed in this thesis; for example, I choose titles
for chapters and sections (and for the thesis as a whole) that are brief and non-
explanatory but that hopefully emit a resonance through which their significance
becomes clearer as the section, chapter and thesis progresses. Similarly, neither the
concepts that I examine nor those that I create are exhaustively introduced at the outset
in order that their possible meanings can reverberate rather than be rendered complete.
I hope that each time a concept is revisited new aspects of what it opens up will come
into the foreground. There is also something to say about the particular ways in which
the wayward gropings of kinaesthetic experience bring the analysis and emerging
argument to life. There is, at times, a metaphoric dimension to how accounts of
kinaesthetic experience illustrate the argument (as can be seen in the discussion of
standing still above) but restricting the role of kinaesthetic imagery to that of
representing the arguments being made would leave the privilege of analytical thinking
still in force. As Munday (2011) explains, the effectiveness of a metaphor depends on
it being both close to and distinct from the original it represents and this gap between
"reality" and its representation creates a hierarchy. Metonyms, however, generate their
poetic resonance from the way in which things meet and they thus establish connections
between things without assuming a hierarchy. Munday uses the example of how the
word "crown" is used as a metonym for the role of the monarch. Whereas a metaphor

would describe something /ike a monarch the word "crown" conjures an enlivened
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sense of royal power through a relationship of interdependence rather than comparison.
A crown touches the monarch's head and its evocative power comes from the image of
this meeting (2011). My use of kinaesthetic experience in this thesis taps into the
power of touch on multiple levels. Firstly, I explore how touch is one way of
heightening awareness of sensation. Secondly kinaesthetic experience can be described
as an engagement with how affect fouches our conscious awareness, drawing our
attention in new directions. Thirdly, in writing this thesis I bring kinaesthetic
experience on to the page in order to touch the process of analytical thinking and in so

doing act as a provocateur.

Chapter outline

In chapter 2, my analysis of how education re-inscribes existent hierarchies highlights a
specific hierarchy that aggressively pervades educational discourses and practices and
yet is often implicit and unknowingly re-inscribed: that of the mind over the body. A
problem (education functions to perpetuate injustice) and an intuition (kinaesthetic
experience provokes a thinking otherwise that might afford [a] [more] just education)
come together through my analysis of how education is implicated in, and continues to
sustain, the dichotomisation of the psycho-physical network of energy that we might
call a self into a hierarchical mind-body duality. This disembodiment of thought is
protective and exclusionary. Such dualism seeks to render subjectivity immune to the
vulnerability of the body and the uncertainties of life. The analysis of the relationship
of education to dualism, offered in chapter 2 of this thesis, reveals deeply held
assumptions that latently shape educational practices, specifically with regard to a

desire for certainty. One side of this desire is the certain future that education secures
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for its subjects and the other side of this desire is a need to make certain that education
has happened.  Caught in the middle of these two sides of certainty the educational
present becomes a task of validation, yet an embattled and well-protected subject can
only be validated if they display their worth. Pedagogy thus becomes oriented by
spectacle. I explore how the enmeshing of spectacle, individual sovereignty and a quest
for certainty is historically embedded in educational discourses and yet becomes
intensified in the context of contemporary accountability. I position this tangled web as
frustrating the interests of both justice and education and particularly examine how it
produces a tendency towards hyper-individualism and hyper-instrumentalism. In an
attempt to escape the grip of the dominant discourses I turn to the irreducible
reclusiveness of kinaesthetic experience. However, my analysis of the field of
somatics, ostensibly a field that privileges kinaesthetic ways of knowing, reveals that it
too is pervaded by assumptions of sovereign subjectivity and is seduced by a quest for

certainty.

In chapter 3 I situate my response to sovereignty, certainty and injustice in relation to
poststructuralist thinking while at the same time underlining that the terminology
"poststructuralist" is not indicative of a homogenous school of thought. 1 examine the
ways in which Derrida and Deleuze/Deleuze and Guattari challenge categorical
thinking and outline how they offer an alternative to the humanist conception of
sovereign, rational subjectivity. I then examine my own practice, Skinner Releasing
Technique (SRT), in relation to their concepts and quasi-concepts.”” While somatics is
already a marginal field SRT is in some respects on the margins of this margin. Most

somatic practices (despite Hanna's assertion of irreducibility) firmly situate themselves

" Derrida views the terminology of concept to be suggestive of something closed and complete, hence the
notion of quasi-concept as a more appropriate descriptor for his ideas. This is discussed in more detail in
chapter 3
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within frameworks of proof, asserting the evolutionary or physiological necessity of
their methods. Skinner, however, steps outside this frame of justification and
explanation by arriving at her principles and modes of practice through attention to
sensation alone. Skinner's work is introduced in some detail in chapter 3 but it is
important at this juncture to note her disavowal of mediation through other means. Her
courage to affirm the experience of the body without validation from a third person
methodology plays a significant role in defining the focus of my investigation and in
determining my approach. The chapter concludes by exploring how the principles and

practice of SRT generate the three strands of kinaesthetic provocation.

I devote chapter 4 to considering how relationships between self and other are
conceptualised, in particular in the context of relationships between teachers and
students. 1 first examine Gert Biesta's (2006, 2009a, 2010b) response to the hyper -
individual, hyper-instrumental dynamic of current practice. Biesta's notion of
subjectification, whereby the teacher witnesses the emergence of the student's unique
perspective, destabilises the teacher/student hierarchy and challenges the ability of the
teacher to predetermine what will count as a demonstration of student achievement.
Biesta describes this process as a 'pedagogy of interruption' (2009¢c, p. 785) and he
outlines this with reference to Derrida's quasi-concept of suspension: a dynamic of
infinite deferral or "not yet" that disavows the possibility of interpreting another's
experience with any certainty. [ consider Biesta's conception of unpredictable and
emergent subjectivity in relation to both aspects of just education. As well as exploring
how the dynamic of self/other relationships that he outlines facilitates or obscures an
interest in education for its own sake ([a] just education), I explore the extent to which

his conceptualisations of these relationships might circumvent the assumption of a
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responsibility for ordering and categorising students (a [more] just education). My
critique of Biesta distinguishes his "interruption" from Derrida's "suspension" both
through textual analysis and by drawing on the kinaesthetic provocations to revisit the
notion of suspension from a kinaesthetic perspective. The dynamic of "interruption"
forces the teacher to wait; yet the notion of suspension that I explore also foregrounds
the importance of the student waiting. Keeping the interests of a (more) just education
in view I specifically consider how Derrida suspends the possibility of a just "result" by
approaching justice as a quality of sensitivity that brings to awareness contradictory
pressures. I draw on the kinaesthetic experience of suspension to elaborate new

understandings of this sensitivity.

In chapter 5 I examine how instrumentalism and self/world dualism perpetuate each
other and I draw on Deleuze and on the kinaesthetic provocations to think otherwise
than through these boundaries. I then go on to consider how approaching the self/world
relationship differently impacts on how the function and process of education are
conceptualised and how this shift in attitude might be significant in furthering the
interests of (a) (more) just education. For this I turn to another critique of contemporary
education's hyper-individualism, that of Simons and Masschelein (2008), and to the
alternative approach to what education might do and how it might do it that is offered
by Masschelein (2010a, 2010b) and Vlieghe, Simons and Masschelein (2010). Their
offer challenges the hierarchies of mind over body and subject over world that dominate
educational discourses and they position education as a quality of experience rather than
a collection of outcomes. However, the kinaesthetic provocations and my reading of

Deleuze allude to dimensions of experience that Masschelein and his colleagues



22

overlook and I elaborate the significance of these with reference to the particular

self/world relationship afforded by Tim Ingold's (2011) notion of inhabitation.

Although the relationship between means and ends is subject to scrutiny throughout the
thesis it is in my exploration of the self/work dualism in chapter 6 that this relationship
becomes the central focus. Here I consider the work of education and contrast pursuing
the achievement of a series of destinations with experiencing a sense of passage. In the
course of this discussion I examine Vansieleghem's (2009) resistance to the pull that
serial destinations have on contemporary learners. Vansieleghem disentangles
education from the promise of a better future by claiming teaching as a care for the
present. 1 look more closely at this responsibility to attend to here and now by
considering it in relation to Deleuze's entreaty 'not to be unworthy of what happens to
us' (1990, p. 129) and in relation to the practice of attending to kinaesthetic experience.
By honing in on how each present is passing I re-orient teachers, students and the
curriculum and bring into focus alternative relationships between them, alternatives that

I argue are more sensitive to moments of (a) (more) just education.

Chapter 7 deliberately gathers and continues more than it concludes. A final word or
absolute conclusion would be antithetical to the thrust of my argument. Therefore
although I gather together the argument that the thesis makes I also engage with the
new questions that this gathering process opens up. The thesis, through its method as
well as its argument, demonstrates that passage and achievement can be concurrent
poles of experience and that keeping the dimension of passage active reveals the
insufficiencies of measuring education by its ends. The pedagogic task thus becomes

one of remembering and enlivening the dimensions of experience that it is so easy to
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forget when we rush towards achieving the next set of ends. This attention to what is
occurring shifts the responsibility of the educator from the performance of validation to
the practice of affirmation: this is what is happening here and now. Yet, affirmation is
just one dimension of the practice; the other is hesitation, or holding back from habitual
assumptions and from imposing our desired conclusions. Part of my contribution is that
this shift in responsibility not only invites the teacher to hold back but also affirms the
learner's hesitancy. In addition to considering how this shift in dynamics affects the
roles of teacher and learner this final chapter considers the questions that "just

education" raises for the wider aspiration of a more just society.
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Chapter 2 - The Subject of Education

Introduction

This thesis 1s concerned with (a) (more) just education; in the double sense of a process
uncoupled from domination by its ends ([a]just education) and a process that does not
unjustly stratify its participants (a [more] just education). Historically, however,
education has served not only to sustain the Enlightenment "ends" of critical reason,
individual freedom and progress but also to intertwine these ideals in a dynamic of
mutual propulsion. In the first section of this chapter I trace how the process of ex-
carnation at work in the humanist conception of autonomous rationality weds
educational practice to an ethos of diagnosis that engenders injustice. Although
reaching an extreme through the performativity demands that orient contemporary
policy and practice this ethos is already at work in deeply embedded assumptions about
the very basis of education. My analysis raises the question of whether thinking
otherwise than the mind/body dichotomy might allow for thinking otherwise than the
diagnostic approach. In the second section of the chapter I examine how the prevalent
contemporary sociology of the body claims to champion an embodied perspective but
yet collapses back into, or even intensifies, the demand for diagnosis; thus sustaining
the very norms that are claimed to be resisted. The third section of this chapter draws
these two strands of critique together with a view to elucidating and substantiating the
methodology that the remainder of this thesis employs to approach the question of (a)

(more) just education.
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The somewhat sacred subject'

A desire to suppress corporeal experience can be found in Plato and permeates
Christian theology™ but it is the particular conception of a mind/body split proffered by
Descartes in the 17th century (the infamous cogito ergo sum)'™ that is credited not only
with shaping the rationalist conception of subjectivity that fuelled the Enlightenment
project and continues to underpin contemporary education; but also with giving rise to
the related and equally influential positivist ethic that unbiased, impersonal enquiry (a
view from nowhere) yields universal truths. However, perhaps paradoxically given the
assumptions of objectivity and universality his dualism gave prominence to, it was the
commitment of Descartes to a first person perspective that led him to a notion of
disembodied mind, or more precisely, disenminded body. For Descartes, inner
experience represents the workings of a soul conceptualised as the conscious thought of
a rational mind. The "life" of the body is external to thought and wholly mechanical in

structure (1960 orig. 1637).

In spite of the way in which Descartes explicitly disavows corporeal experience Leder
(1990) makes the claim that how we experience our body to some extent invites the
track taken by Descartes. Leder makes his claim in relation to the body's tendency to
disappear and he charts three kinds of bodily disappearance. Firstly, our vegetative,
metabolic functions are inaccessible to our awareness; secondly, our sense organs
cannot be perceived by themselves (we cannot see our own eye, for example) and

thirdly, data from any given sense organ fades into the background when other sensory

"2 The title of this section draws on Foucault's observation of 'the somewhat sacred priority conferred on
the subject, which has become established in Western thought since Descartes' (Foucault 1994, p. 3).

" For a detailed account of attitudes to the body in Christian theology See Turner (1996).

" "Je pense donc je suis" first appears in the fourth section of Discourse on Method (1637) but is most
commonly cited in its Latin expression, which appears in Principles of first philosophy (1644).
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data comes to the fore. Leder connects this phenomenon of sensory withdrawal to the
mechanistic view of corporeality championed by Descartes, for if the body is to a large
extent already absent to inner experience then it can only be made known from the
third-person perspective of opening it up and dissecting its parts (1990)." Although
Leder overlooks the more bizarre aspects of the absolute mind/body split that Descartes
envisions (for example that movement was accounted for by animal spirits travelling
along our nerves to and from muscles and brain) his discussion of the body's
disappearance underlines how the conception of subjectivity proposed by Descartes,
along with his distrust of his senses, arises within an overall project of eliminating
doubt. Concluding his Discourse on Method Descartes notes:

I shall simply say that I am resolved to spend the remaining years of

my life in endeavouring to acquire a certain knowledge of nature

which will enable me to establish rules of medicine far more assured
than we have had so far (1960, p. 97).

While his de-mystification of corporeality undoubtedly allowed for significant advances
in medical science (formerly illness was attributed to an act of God in response to the
wrongdoing of the sufferer) his methodology of privileging certainty led to the
exposable materiality of the dead body giving rise to assumptions about the invisible
processes of the living one. His separation of subjectivity from corporeity was
achieved by reducing the complex systems, inter-dependencies and processes of
corporeal life to a question of structure.’® The legacy of Descartes has thus been a
series of boundaries: around the material body (and each of its parts); between the mind

and the body; and between subjective experience and the world. From the perspective

'8 Leder, while keen to recognise the phenomenon of the disappearing body, does not take a Cartesian viewpoint. His
project is to extend the discussion of embodiment to include the autonomous workings of the body.

'® See Meetha, N. (2011) for an account of how this mechanistic approach, despite its initial advances, has had a
confining effect on the development of Western medicine.
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of Cartesian dualism we are of course conscious of the body, others and the world but
we are conscious of them as external objects. Autonomous rational subjectivity is thus
protected from the vulnerability of the body and the contingencies of the world and
education has historically functioned as a technology that sustains this ideal and ensures
these protections.” As Usher and Edwards observe:

The very rationale of the educational process and the role of the

educator is founded on the humanist ideal of a certain kind of subject

who has the inherent potential to become self-motivated and self-

directing, a rational subject capable of exercising individual agency
(1994, p. 24).

The above relationship suggests that autonomous rationality is something that has to be
achieved; otherwise we would not need education. Given that the subjectivity of the
autonomous subject is conceived of as exclusionary and exclusive it follows that this
achievement will have to be demonstrated in some easily recognisable way, through
words or action, so that it is possible to ascertain whether or not (or the degree to
which) education has fulfilled its purpose. Just as Descartes reduced the living body to
a question of structure so that its infirmities could be known through dissection,
educational discourses have historically been shaped by the solidity of individual
entities and have overlooked the dynamics of complex inter-relationships. Education,
like medicine, thus becomes a technology of exposure and diagnosis. I recognise that
to attempt to disentangle the complexity of the Cartesian legacy and its relationship to
education for the purposes of critique is merely to perpetuate the diagnostics I am
attempting to subvert, yet the attempt paradoxically illustrates the futility of the

endeavour (and here I talk of the workings of the legacy rather than the development of

' The entwining of education and rationalism is wound tighter still by the way in which the de-
mystification of religion effected by Descartes re-casts religious experience as a cognitive process and
therefore dependent on literacy (Turner, 1996).
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his thought). In the following summary I do not use the nomenclature of an order to
suggest that there is a clearly demarcated linear ordering to the way in which these
conceptualisations interact, it is solely to indicate an order of listing; the list itself

demonstrates that the ideas are mutually propulsive.

Firstly, the separation of subjectivity from engagement in the world privileges an ideal
of objective knowledge. Secondly, although it is impossible to sustain a complete
banishment of the body from subjective experience a hierarchy of mind over body is
valorised, sustaining the ideal of objective knowledge and privileging an ethos of
mastery. Thirdly, the sanctity of subjective experience coupled with the fiction of
objective knowledge necessitates a demonstrative action from which (more
knowledgeable) third parties can infer knowledge has been mastered. Fourthly, the
interpretation (by more knowledgeable parties) of performed actions as demonstrating
knowledge (or of not doing so) sustains the ideal of objective knowledge and the
desirability of its mastery. Fifthly, that a diagnosis of mastered knowledge is reliant on
demonstrative action sustains the ideal of the autonomous rational subject, whose
subjectivity stands above both body and world. Sixthly, the above web of relationships
sustains and is sustained by educational processes that secure teacher and student in an
asymmetrical relationship whilst simultaneously rendering them mutually dependent.
Finally, this asymmetrical relationship, coupled with the ideal of mastery, brings with it
an ideal of progress which in turn implies the student’s deficiency and sustains the

asymmetrical relationship.

Yet must the certainty of "who has achieved what" determine the dynamics of

education? Undoubtedly some sense of this is necessary for some of the functions of
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educational institutions to be met. At the most benign level how else can a teacher
know their teaching has been successful? At the level of qualification, how else can
student achievement be rewarded? At the level of governance, how can a teacher or
school be judged as performing well unless the student achievement is "performed" and
made calculable in some way? Yet none of these reasons are educational ones. They
merely demonstrate that making subjective experience public is necessary for purposes
of verification or measurement. The question arises whether there is educational merit
in the subjective experience of the learner being laid bare, or whether such disclosure is
merely an assumption born out of the lingering influence of the Enlightenment ideals of

autonomous rationality, mastery, progress and objective knowledge.

On Lyotard's (1984, 1992) analysis the postmodern moment is one in which
performativity replaces Enlightenment ideals as what orients behaviour. Lyotard rejects
the meta-narratives of 'the progressive emancipation of reason or freedom' (1992, p. 17)
reflecting that their universal legitimacy permits totalitarianism and concluding that:
'We have paid dearly for our nostalgia for the all and the one, for a reconciliation of the
concept and the sensible, for a transparent and communicable experience.' (1992, p. 16).
For Lyotard these meta-narratives inevitably act as universalising forces that overlook
the most vulnerable, demanding a level of consensus that makes justice "impossible"
(1992, p. 77). He views them as not only dangerous but also defunct; for as technology
proliferates knowledge, their universal authority becomes no longer sustainable and
their justificatory function is overthrown by the demand for performativity — still a
force towards certainty and progress - but one that seeks no legitimacy outside itself
(1984). Although Lyotard's critique of the injustice of universalising forces is forceful

and pertinent, and his prediction of the force of performativity has undoubtedly played
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out in the educational context, his claim that therefore the Enlightenment ideals have no
influence is less easy to sustain. The complex web of assumptions underpinning the
humanist construction of subjectivity not only persists in, but is also essential to, the

certainty that performativity demands.

In the context of contemporary education the 'search for calculability and the certain'
(Allan 2008, p. 25) reduces the multifaceted and interacting "bodies" of students,
teachers, schools, universities and bodies of knowledge to structures capable of
diagnosis (Gillborn & Youdell, 2000; Ecclestone & Hayes 2009). The resulting self-
propelling cycle of display, diagnosis and intervention has been extensively critiqued
both for reducing pedagogy to instrumentalism and for the way in which it thwarts the
possibility of education meeting its social responsibilities (Allan, 2008; Ball, 2008,
2006, 1994; Gillborn & Youdell 2000; Strathern 1997, 2000). Although the hyper-
accountability now prevalent in education is often assumed to have been imported from
commerce (Green 2011), Strathern (1997) traces the beginnings of this trajectory to
education, specifically to when the University of Cambridge introduced written
examinations in the 19th century for the express purpose of publicly demonstrating and
validating achievement. Strathern's point is that business got the idea of public
accountability from education, not the other way around, and that the escalating
performative drive that educators and their managers currently find themselves
beholden to simply serves to continue a trajectory that students have long been obliged
to tread. My argument extends her observations by claiming that the demand for public
accountability merely intensifies assumptions that lie at the very heart of the rationale
ascribed to education. An emphasis on showing so that others can judge has evolved

from being a dimension of pedagogical practice into a governance device and as Smith
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(2000, p. 130) points out: ‘The embodied encounter between teacher and taught,
meanwhile, receives comparatively little attention’.  Although the discourse that
circulates through contemporary policy technologies is predominantly one of
effectiveness and is undoubtedly fuelled by political will, it is not easy to extricate the
demand for ever increasing levels of transparency from the complex web of
assumptions about subjectivity that underpin it and that similarly shape deeply

embedded beliefs about what counts as pedagogical practice.

Yet the relationship between education and the Enlightenment ideal of autonomy not
only persists through postmodern performative demands; it even intensifies. This
intensification arises from the way in which, detached from their teleological horizon,
autonomy, rationality and progress have become hyper-individualised. The loss of the
horizon of universal norms and the all pervasiveness of performativity have brought
with them a shift in how educational purpose is conceived or, on some accounts, a loss
of purpose altogether (Biesta 2006, 2009a; 2010b; Blake, Smeyers, Smith, & Standish
1998, 2000; Vansieleghem 2009). Biesta (2006) identifies an epochal shift in the
language of educational theory and practice over the last two decades; a shift from a
discourse of education to a discourse of learning. For Biesta the omnipresence of the
language of learning stems from at least four different trends that to some extent
undermine each other and therefore the shift itself is devoid of any purposeful intent.
Firstly, psychology has produced new theories of learning which position learning as a
predominantly active rather than passive activity. Secondly, Biesta asserts that the loss
of the horizon of Enlightenment ideals means that "education" has no ideal beyond
learning. Thirdly, Biesta draws on Field's identification of a 'silent explosion of

learning' (Field, 2000 cited in Biesta, 2006, p. 18), which denotes not only an increase
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in formal learning activities throughout adult life but also, and more importantly, a
growth in non formal adult learning through "self-improvement" activities such as gym
membership, self-help and therapeutic counselling etc. What Field (2000) crucially
identifies, and Biesta picks up on, is that these informal learning contexts are highly
individualised in terms of form, content and purpose. Fourthly, the rise of the language
of learning can be attributed to the rise of neo-liberalism and the concomitant
marketisation of education. '[T]he demise of education as a public good' turns the
student into a consumer and as Biesta muses: "What could be a more suitable name for

such a consumer than "the learner"' (2006, p. 19).

Although Biesta recognises that the concept of the learner/consumer has some useful
functions, for example in achieving improved access to educational opportunities, he
problematises the language of learning as both reducing the teacher/student relationship
to one of exchange and occluding the possibility of a publicly agreed purpose for
education. For this reason Biesta sets himself the task of re-inventing a language of
education that can re-invigorate pedagogical practice with an underlying rationale; a
task that he relentlessly pursues through many publications variously enlisting the help
of Levinas, Derrida, Arendt, Ranciéere, and thermodynamics (for example: 2006, 2008a,
2009a, 2009b, 2010a, 2010b; Osberg and Biesta, 2007). "® In chapter 4 I look more
closely at Biesta's project of restoring educational purpose but here I want to focus a
little more closely on what is at stake in the language of learning. Biesta cites rejection
of Enlightenment ideals as a factor that contributes to the emphasis on learning but I
propose that the trend that he identifies stems from an intensification of the

Enlightenment ideal of autonomy. Disentangled from the grand narratives of universal

' The list is exemplary, not exhaustive.
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reason or emancipation autonomy becomes intensified within the constraints of our own
horizons. = The hyper-individualised language of learning hyper-individualises
autonomy, creating the illusion that autonomy is a function of 'getting what we want'
(Brecher, 1998, p. 2). Yet paradoxically this intensification within our own horizons
narrows the reach of our autonomy still further, reducing the satisfaction of needs and

wants to the horizon of here and now.

Simons and Masschelein (2008) examine what factors propel the appetite for learning
to become so insatiable. They share with Biesta the desire to expose the omnipresence
of the learning discourse but their ambitions are more muted. Following Foucault
(1980) they identify the aim of their paper as curiosity: 'to regard who we are and what
we do (facilitating learning processes) as no longer obvious' (2008, p. 688). Simons
and Masschelein argue that the turn from education to learning is indicative of a shift in
our understanding of ourselves in relation to the world. They describe modernity's
organisation of schools as reflective of an understanding of time and place that is
predominantly historical whereas the structure of today's "learning environments"
reflect a predominantly environmental or spatial understanding. Their argument is that
the first person experience of time and space has altered and they argue that tracing this
shift in experience is a means of exploring and articulating the transition from
modernity to postmodernity. Their use of the term experience is specific and
Foucauldian and is distinct from the self-understanding of 'consciousness' :

It refers to a mode of seeing and a way of speaking (about ourselves,

others and the world) that emerges in a particular moment and

context, and that gradually becomes the (evident) horizon of what we
do and think (Simons & Masschelein, 2008, p. 689).
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Their analysis reveals that when we foreground an experience of time we assume space
as an extension from a localisable centre and we are oriented by a horizon of progress.
When we foreground an experience of space, however, our environment is our horizon
and therefore time is constrained to the here and now. Following Foucault (1977), they
identify the disciplinary and administrative technologies of the modern school as
foregrounding a linear concept of time through which one progresses in a series of
cumulative stages towards a stable (normative) destination. This arrangement allows
the individual to measure herself against the norms for each stage of her development;
she always knows where she stands in relation to a rank order of generalised others. In
contrast to this, Simons and Masschelein’s (2008) analysis of the individual in the
postmodern moment is that learning has become an individualised trajectory that has no
normative end. They envision learning as still ostensibly driven by notions of progress
and development but in the hyper-individualised setting of learning needs no learner
can compare themselves to any norm or any other. Although Simons and Masschelein
recognise that external norms persist in, for example, benchmarks, they see these as
only momentary interruptions of an otherwise self-oriented and self-competitive
trajectory.”® Learning is left with no external end to reach towards and thus holds value
only in this moment; and since this moment always passes our appetite for learning

becomes insatiable (2008).

Simons and Masschelein (2008) consider the consequences of an environmental
horizon. Firstly, all that matters in an experience of environment is me! here ! now!
The past has no value unless it is useful to me now, and what is useful to me now will

safeguard my future opportunities. The past and future are therefore constrained by the

'® This does not preclude that the norms are active in how institutions and practices are organised, as
discussed below with reference to Gillborn and Youdell (2000). Simons and Masschelein (2008) are here
talking specifically about the first person perspective of the learner.



35

here and now and thus the only future possible is one that is already calculable. They
interpret this as leading to a particular self-understanding, which drawing on Deleuze
they define as: 'the experience of being permanently in a condition with limited
resources' (Simons & Masschelein, 2008, p. 697). Whereas the self-understanding of
modernity was that of progressing towards a vision of human freedom, the hyper-
individualised freedom of postmodernity constantly confronts us with the challenge of
maximising the limited resources of each moment. We have to keep on learning as
each moment runs out. As Simons and Masschelein explore, pedagogic concerns
become supplanted by concerns of monitoring and feedback because a self-
understanding dedicated to self-sustenance needs constant feedback in order to monitor
how to most optimally meet ever-changing needs. Their analysis therefore suggests
that the learning environment intensifies the discourse of diagnosis in education. They
conclude by noting the danger that the learner therefore finds herself in. Since feedback
and monitoring are also hyper individualised they too have no norms against which they
can be measured. The learner is thus at the mercy of unsubstantiated ad hoc

judgements and diagnoses (2008).

The potential injustice of such ad hoc judgements extends beyond the circumstances of
their pronouncement, for diagnostic processes of discerning, judging and discriminating
not only order people into existing categories but can also operate to enact previously
unforeseen categorisations (Kraeftner & Kroell, 2009). Gillborn and Youdell (2000)
observe this capacity for manufacture operating in the diagnostic strategies devised to
meet the accountability and enhancement demands of contemporary schooling. Their
research exposes how Cartesian values circulate through the discourse of performativity

propelling a demand for diagnosis and effecting discrimination and injustice. They
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examine how the demand for "transparency" (in this case league tables) applies a
performative pressure, in this instance on head-teachers, teachers and students to
maximise the proportion of students achieving 5 A* - C grade GSCEs. What is
pertinent about their analysis in the current context is their revelation of a pervasive
conception of "ability" as fixed, measurable and unequal, and the way in which this
(mis)conception categorises students as specific "types" of learners. These fixed
identities shape the strategies employed to predict A-C achievement (setting, how
option choices are guided, internal student league tables or extra help to motivate D - C
conversion). Their conclusion is that these strategies produce the effects they claim to
predict, and that: ‘this form of triage reinforces and extends existing inequalities

especially those associated with social class and ethnic origin' (2000, p. 204).%

Yet, the creation of categories and the positioning of students need not necessarily be a
deliberate action or only undertaken to meet accountability demands. Usher and
Edwards hint at how the positioning of students can be enacted even where a teacher’s
intentions are entirely pedagogical:
As educational practitioners if we seek to meet the needs of individual
learners, a position which is at the heart of much liberal humanist and
'‘progressive' educational discourse, we are operating within a power
knowledge formation which discursively constructs the person in [a]
particular way. When persons are constructed as particular kinds of

learner they are inscribed as having characteristics which 'belong' to
them; essentially they become a person of that type (1994, p. 96).

However, the mere lack of intention does not make the re-inscription of hierarchical

divisions accidental, as is emphasised by Gillborn (2008) in his examination of how

% Gillborn and Youdell's (2000) research examines the specific league table system in England at that
time. Although league table computation has gone through changes since the time of their writing their
research nevertheless serves to underline the point I am making about how performativity exacerbates
existent hierarchies.



37

racism operates in educational contexts. Gillborn's detailed analysis reveals racism to
be a function of structural patterning, which means that although racism is only
intentionally (re)enacted by individuals in extreme and exceptional cases its occurrence
is nevertheless far from random. Similarly, in the Usher and Edwards scenario referred
to above, neither teachers nor students are consciously bringing forth the consequences
that ensue from the students' positioning but they are nevertheless implicated in their
realisation. Gillborn (2008) draws a distinction between identities (or inequalities)
being performed and being performative. The former suggests some kind of deliberate
enaction while the latter suggests a self-propelling dynamic. The relationship between
transparency and injustice therefore not only springs from the pressures of meeting
targets; the pedagogically motivated demand to make subjective experience public can
be equally effective at performing a hierarchy of winners and losers. Moreover, those
who do not or cannot act or speak or show on demand are excluded altogether,
catapulted back to the status of wrongdoers or outsiders; diagnosed as beyond the scope
of pedagogical practice and beyond the reach of the ideal of freedom that grounds the

rationale of education.

As Gillborn's (2008) scrutiny of racism exemplifies, educators are often inadvertently
implicated in how deeply embedded assumptions are continuously re-inscribed. While
the adjective "Cartesian" 1s commonly invoked to describe a mind/body, inner/outer
dichotomy, the full complexity of the intertwined assumptions that both influence and
stem from dualist thinking are easily overlooked. This allows these intertwining
assumptions and ideals to remain a remarkably persistent force in contemporary
educational practice, and in the discourses that shape that practice, often remaining so

in spite of "Cartesian dualism" being explicitly resisted. Given that the Cartesian



38

worldview sustains divisive practices and power hierarchies even in well-intentioned
pedagogical interactions it seems at once imperative and impossible to circumvent it.
Allan makes an observation that is pertinent to this double-bind. She advises that when
a powerful force is 'omnipresent and insidious’ then subversion of it is only possible if
one is 'cunning' (2009, p. 2). From a Cartesian perspective the body is difficult and
dangerous, but it is precisely this instability that makes it a potentially productive
source of cunning subversion. Moreover, as the later chapters of this thesis examine, it
is also this very volatility that makes the body such a rich source of questioning with

regard to the purpose and dynamics of pedagogical practice.

Cunning subversions

The influence of Cartesian dualism is so complex and omnipresent that to think beyond
its limits 1s to think a "beyond" that is "out of reach of" rather than "following on from".
Allan's (2009) suggestion that the subversion needs to be cunning is an apt one for
traces of dualist thinking persist through many approaches that claim to champion an
embodied perspective. The problem is not necessarily one of inconsistency for
etymologically the terminology "embodiment" both perpetuates the possessive
individualism at the heart of Cartesian thinking and re-inscribes the status of inner/outer

boundaries. ?’

The anthropologist Tim Ingold (2011) confronts the traces of dualism
inherent in the notion of embodiment and points out that the problem with

conceptualising life as enclosed in a body is that it that it renders active materials inert

# "Holistic" is another term that is used to suggest an alternative to the Cartesian worldview, but it is
equally problematic as its sense of completion leaks traces of universalism and is suggestive of an ideal
state to be achieved or returned to.
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(thus the logic of Descartes dissecting dead matter). For Ingold (2011) the relation of
environment to organism is not between an outside and an inside but rather that of a
trail along which a life is lived. Thus when one talks of, for example, embodying sound
then what is really being described is a process through which the body is ensounded:

Sound, like breath is experienced as a movement of coming and

going, inspiration and expiration. If that is so we should say of the

body, as it sings, hums, whistles or speaks, that it is ensounded. 1t is

like setting sail, launching the body into sound like a boat on the

waves, or perhaps more appropriately, like a kite in the sky (2011, p.
139)

It follows that much of what is described in the literature of somatics, performance
theory or the sociology of the body as "embodied practices" might be more usefully
described as practices of traversal, however I will retain the terminology of embodiment
where that is the terminology used in the literature referred to. Ingold's undoing of the
enclosed organism is returned to in chapter 5 but for now the task is to examine the
persistence, and indeed redoubling, of dualist possessive individualism in contemporary
sociologies of the body that claim to challenge dualism. Rather than offering an
exhaustive review limited to the educational field I sketch the pervasiveness of
Cartesian assumptions more broadly. I particularly note the affinities between medical
and educational approaches to the notion of embodiment and their shared methodology
of intervening therapeutically to address a presumed deficit. Evans, Davies, and Rich
(2009), writing in the field of education, argue that education, sports and medicine
share the same histories of the body and the same challenge of developing a discourse
that engages with the realities of embodied living. They do not mention dance but it

would also fit well with their argument.
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Turner (1992, 1996) examines the contemporary sociology of the body in some detail
and claims that we live in a 'somatic society' that he describes as 'a social system in
which the body, as simultaneously constraint and resistance, is the principal field of
political and cultural activities' (1992, p. 12). The somatic society is thus structured
around regulating bodies though Turner (1996) considers that society has moved
beyond a system of predominantly external surveillance towards a system in which self-
regulation of the body plays a bigger role. The picture he paints is of two predominant
tendencies in sociological theory: the first constructs the body as a condition for action
rather than as a feature of an embodied actor and the second interprets the body as a
system of signs either expressing meaning or expressing relations of power. The body
is thus defined either by its actions or its image and for Turner both these approaches
overlook the sensuality of everyday living. Turner offers a possible explanation for this
oversight by suggesting that the emphasis on intentionality and meaning is an attempt to
avoid the determinism of social Darwinism, however he notes that these emphases
inadvertently perpetuate a conception of objective rationality. He underlines the
tenacity of the rationalist stance by reviewing its persistence in spite of a number of
powerful philosophical critiques levied against it and he examines a lineage of thinking
from Feuerbach (1804-1872) through Husserl (1859-1938) to Merleau-Ponty (1908-
1961) that draws on the facticity of corporeity to expose the futility of the Cartesian
notion of a view from nowhere. For Merleau-Ponty (2002 orig. 1954), for example, our
perceptions are always situated and always arise in relation to our movement. Since all
basic perceptions involve bodily movement and thus cannot be separated from it then
all mental functions are somatic activities. Yet Turner (1992) admits that from a

sociological perspective Merleau-Ponty's phenomenology is constrained by grounding
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intentionality in the (individual) body, a grounding that still preserves the status of a

knowing subject albeit that cognition is somaticised.*

Turner's analysis of the sociological field concludes that in the somatic society the
cognitive knowing subject remains in tact, however cognitive rationalism becomes
superseded by cognitive emotionalism (1992). In the context of education Ecclestone
and Hayes (2009) consider this a dangerous move as it merely adds another dimension
of experience that can be diagnosed as lacking and whose lacking therefore needs to be
overcome. They view the new emphasis in education on therapeutic concerns as
diminishing our sense of human potential and encouraging the need for an explicator in
areas of life that were previously private or considered autonomous. They offer a
detailed critique of the creeping encroachment of diagnostic and therapeutic
technologies into ever more dimensions of living and convincingly expose "wellness"
to be no longer considered a quality of experience but instead to have become a status
that can be conferred or withheld by a more dominant group. Yet their commitment to
what they describe as radical humanism has some problems. Curiously, it is their
strength of feeling against feeling that weakens their argument as they interpret the shift
from intellect to emotion as a shift of concern from the mind to the body, as if thought
somehow functioned outside of corporeal life. Their critique thus collapses into a
Cartesian pure rationalism that is difficult to sustain without assuming the dualisms of a
mind/body hierarchy and a fixed and objective world "out there" to be mastered and
made known. Their warning of the dangers of an ever expanding diagnostic domain is

an important one but by equating all affect with gross emotional states that can be easily

% In his final (unfinished) work Merleau Ponty similarly critiques of his earlier Phenomenology of
Perception for positioning the body as a null point of intentionality and therefore failing to circumvent
the knowing subject of Cartesian dualism. See Merleau -Ponty, M. (1968) The visible and the invisible,
Evanston ILL: Northwestern University Press
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identified, displayed, named and managed they leave in tact the ethos of mastery that

propels the diagnostic drive.

Ecclestone and Hayes (2009) are not alone in reducing affect to the easily displayed,
named and easily instrumentalised grand emotions. As Mulachy points out in her
socio-material critique of the educational landscape: ‘The received view in education is
that affect is tantamount to emotion or feeling and that materials, such as bodily
affectivity, technologies and texts, are used by teachers and learners to support and

advance teaching and learning’ (2012, p. 13).

Mulachy's point is astute, for even where affect is championed as a means of resisting
the therapeutic legacy so passionately critiqued by Ecclestone and Hayes it is often
equated with emotions, which are primarily feelings about something; in other words
they are feelings invested with meaning. Zembylas's (2007a) detailed consideration of
the various functions of affect in the classroom is a case in point. Although Zembylas
(2007a) draws on Deleuze (1988a) to stress an intersubjective dimension of affect and
to wrest his concept of emotion away from the status of private, psychological (and
perhaps assumed to be inappropriate or inconvenient) states of being, it is nevertheless
the intersubjective dimension of emotions about something that Zembylas puts to
work.? #* He argues that when, for example, anger sparked by injustice is displayed in
the classroom it can be interpreted as demonstrating a hope that the present state of
affairs can be transformed. By making visible that a more equitable alternative is hoped

for it therefore functions as furthering the cause of equality. Important as this may be it

» A detailed discussion of Deleuze's concept of affect is explored in the next chapter
* See also Zembylas, M. (2008). Trauma, justice and the politics of emotion: The violence of
sentimentality. Discourse: studies in the cultural politics of education 29, 1. 1-19.
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does not involve moving beyond the traditional pedagogical dynamic in which the
student displays and the teacher interprets. Elsewhere Zembylas (2007b) introduces
dimensions of unknowability and silence into his pedagogies of affect, but he construes
these as emotional stimuli rather than dimensions of affect. The unknowability
Zembylas is concerned with is, pace Levinas, the unknowability of the Other that we

encounter, not the unknowability of the sensation that such an encounter evokes. *°

Zembylas argues that making bodily affectivity visible can subvert the injustices
wrought by rationalist assumptions. = However his association of affectivity with
visibility somewhat limits the success of his venture as it ties "feeling" to an investment
of meaning and overlooks other kinds of bodily affectivity such as somatic sensations
which arise from the body's own movement (and movement need not be a visible
action, it can include the journey of a breath or micro adjustments in the tone of
connective tissue). The question that now needs to be asked, and is asked specifically
by this thesis, is whether sensitivity to the affectivity of somatic experience, as distinct
from the display or interpretation of emotion about something, has a specific
contribution to make to how one might approach the project of subversion that
Zembylas purports to support. Kraeftner and Kroell (2009) touch upon the importance
of this distinction, although in a very different context. Kraeftner and Kroell's research
is concerned with patients in a long term vegetative state, patients who are subject to
multiple medical diagnoses of their condition all of which serve to emphasise their
disabilities. Kraeftner and Kroell (2009) are interested in whether the day to day
quality of life of these patients can be improved through specific nursing practices that

involve sensory stimulation and their research is undertaken in partnership with the

% | evinas’s conception of the absolute Other is discussed in chapter 4.
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nurses responsible for these patients' care. The bathing of patients provides an example
of the kind of practice that Kraeftner and Kroell are interested in. When a nurse washes
a patient he/she guides the patient's hand, which holds a washcloth, over the patient's
face and body so that he or she becomes aware of his or her own body. The nurses
approach this task as a shared bodily experience and their usual communication to each
other regarding the patient’s experience of the washing ritual would be descriptive of
bodily states (such as he/she was tense, relaxed, congested or not). Kraeftner and
Kroell note that in order to record and analyse the impact of such practices for the
purposes of the research the nurses have to infer cognitive states from bodily
expressions, identifying and assessing levels of wakefulness, awareness or arousal and
similarly categorising the patient's actions as spontaneous, reflexive or intentional.
They note that this implicitly attributes the value (or not) of the nurse's actions to
(assumed changes in) the patient's cognitive states, a privileging of mind over body that
troubles the nurses and shifts their role in the washing ritual from being one who
engages in a shared bodily experience to being one who diagnoses and assigns varying
degrees of worth to differentiated subjective states. The challenge faced by the nurses,
and by Kraeftner and Kroell (2009), is how to attempt to comprehend the patients'
reality without imposing on them a deficit position within a reductionist perspective and
the argument of the nurses is that this can only be approached by attending to their

patient's bodily sensations rather than interpreting them.

Educators, like nurses, have to navigate the relationship between comprehending
another’s reality and imposing a deficit position and this is also the challenge engaged
with by practitioners in the field that Thomas Hanna (1970, 1995) inscribes as

'somatics'. As indicated in chapter 1, Hanna defines somatics as a field that privileges
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our proprioceptive sense of movement, in other words kinaesthesia or kinaesthetic
experience. Kinaesthetic experience is not limited to an awareness of movement of part
or all of the body through space, but includes awareness of touch, balance, and
gravitational force and of an ever-changing bodily landscape of shifting relations and
micro-adjustments. For Hanna, a crucial dimension of a somatic approach is that
kinaesthetic experience cannot be reduced to a third person interpretation of it - the
soma and the body are categorically different. This dichotomy enables Hanna to offer
the enormously useful insight that the soma is nothing other than a process of
experience, effectively demonstrating that categorisations of mind and body are
inaccurate and inappropriate as there is no dividing line in how we live through what
Hanna describes as the 'unconscious core' of the body and the 'conscious cortex' of the
mind (1987a). As Hanna puts it, in characteristically unequivocal terms: 'In its essence,
a soma is experience. It is not a “mind,” nor does it have one. It is not a “body,” nor
does it have one. Nor is it a “spirit” or “soul” (1987a). On Hanna's reckoning somas
are therefore not functions of substance or structure but are, rather, processes of
differentiation that inevitably arise from and continue within the differentiating forces
of the expanding cosmos. However, he limits the radical openness of this process of
differentiation by interpreting somatic processes as biased towards synergy and in doing
so he adopts a strongly normative and idealist stance. In spite of his disavowal of the
third person privilege of substance and structure Hanna characterises synergy by
claiming innately preferred human movement and structural patterns of upright posture,
forward directionality and an adaptive manoeuvrability realised through rotating left
and right on the sagittal plane (1986b). Hanna claims that this optimum state, which he
asserts gives rise to a sense of ease and well being, is achieved through the unifying

efforts of a central organising core of awareness. Hanna sees awareness as a selective
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power and compares its function to a cell membrane protecting the internal synthesis of
a cell by controlling what enters and exits it. Awareness protects the synergy of the
individual soma, maximising efficiency by opening the somatic process up to some
experiences while excluding others. Hanna's rationale is that by cultivating awareness
through exclusively focussing on specific sensory data we can move closer to his ideal
state of synergy. He views the goal of all 'human education' to make this optimum state
possible, a state he at times calls 'osmotic openness' and at other times more revealingly

refers to as 'efficient process' (1987b).

Although Hanna maintains allegiance to rationalist ideals of progress and human
perfection his identification of a field of somatic practices does challenge the dominant
tendency to marginalise kinaesthetic sensation and in doing so foregrounds the
psychophysical entity that we call a self as an ongoing process rather than a fixed
subject. However, as Eddy observes, the inscription of "field" to somatic practices is
perhaps a misnomer:

The field of 'somatics' is barely a field. If necessarily seen as one, I

liken it to a field of wildflowers with unique species randomly

popping up across wide expanses. How did individual experiences of,
and with, the living body become a field? (2009, p. 6).

Eddy's (2009) observations come in the context of her detailed historical overview of
"the field". She begins by claiming that theoretical support for sensory research
burgeoned through the twentieth century 'as rationalism was influenced by
existentialism and phenomenology' (2009, p. 6) and she singles out Dewey, Merleau-
Ponty and Whitehead as theorists of particular importance. She notes that each somatic
practice emerged from the discrete bodily explorations of individuals, often in response

to their own ill health or injury and in some cases with influence from eastern mind-
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body disciplines such as martial arts and yoga. She notes, however, that Hanna was the
outside eye who identified their shared concern to attend to emerging bodily sensations
and that he also identified some common ground in the methodologies by which these
sensations are brought to the fore. For example, practitioners generally lead their
participants into a gravity-reduced state by inviting them to lie down, take time to
breathe and engage in some sort of guided relaxation. Their participants then move,
perhaps initially subtly but also possibly in complex ways, while attending to
proprioceptive data and perhaps receiving additional stimuli either verbally or through
touch (Eddy 2009). Eddy traces a family tree of somatic practices spanning back to the
early pioneers who include F.M Alexander (1869-1955), founder of the Alexander
Technique; Moshe Feldenkrais (1904-1984) who developed The Feldenkrais Method®;
Mabel Todd, who published the seminal text The thinking body in 1935; and Irmgard
Bartenieff (1900-1981) (who developed her Bartenieff Fundamentals™ from Laban's
system of movement analysis). Eddy (2009) considers the world of somatics to then
branch off into three related fields: somatic psychology, somatic bodywork and somatic
movement and she notes the prevalence of dancers in the second generation of somatic
movement practitioners. She concludes that dance departments have become the
academic homes for somatic research but observes that the potential of both dance and

somatics remain largely overlooked by academics from other fields.

What is fascinating about Eddy’s (2009) detailed account is that despite her assertion
that the various practices that have developed all define and share a non-Cartesian
worldview she inadvertently reveals that both the development of the field and her own
relationship to it are infused with values tainted by a Cartesian shadow. Firstly, Eddy

(who is the founder of a discipline called Somatic Movement Therapy) asserts the main



48

trajectory of dancers' influence on the development of somatics has been the evolution
of Somatic Movement Education and Therapy, with The International Somatic
Movement Education and Therapy Association (ISMETA) working to define the shared
principles of discrete somatic disciplines. While ISMETA is a highly respected and
professional organisation, the grouping of education and therapy into the same project
with the same principles raises questions about the extent to which the influence of the
Cartesian legacy has really been avoided. Secondly, in defending dance and somatics
against their continuing marginalisation Eddy (2009) falls into the trap of
instrumentalising them within a performative framework rather than arguing for the
value of their elusive quality per se. She contends that the rigours of dance training
develop discipline and cultivate one's ability to 'achieve more' (2009, p. 22) and that:
The somatic paradigm supports a hypothesis that awakening the body
expands the mind and beckons somatic dance professionals to become

strong of both body and mind. Within the academy more somatic
research can be shaped with this fortitude (2009, p. 23).

This attitude seems at odds with her earlier assertion that somatic practices are
disciplines that eschew attachment to a single truth as humanism's single truth of the
autonomous rational subject 'strong in both body and mind’(2009, p. 23) seems alive
and well in Eddy's vision of somatics. By collapsing back into Enlightenment ideals
Eddy, like Hanna, misses the opportunity to consider how the practice of attending to
kinaesthetic sensation, by suspending goal centred activity and foregrounding ever-
shifting relationships, can offer a powerful challenge to the dominance of dualism and
its legacy of diagnosis, performativity and possessive individualism. The confusion of
message is not merely an oversight by a prominent somatics scholar, it is endemic
throughout much of the field and is perhaps partly a function of the attempt to make

explicit the value of somatic experience by naming and placing it (a similar problem to
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that encountered by the nurses in Kraeftner and Kroell's research) and partly a function
of the history of the predominant practices. As Eddy’s (2009) account details, many of
the first generation pioneers in the first half of the twentieth century originated their
somatic explorations in search of a way to heal themselves from a specific incapacity or
injury, thus the practices were therapeutic in function. Yet by starting from first person
kinaesthetic experience they differed radically from a therapeutic intervention involving
diagnosis from a third party; for whilst in the act of attending to kinaesthetic experience
one can make no assumption about the cause of a given pain or restriction of movement
and therefore no projection of a "correct" course of action. Attending to what is
happening kinaesthetically in response to breath, movement, touch and verbal stimuli
invites us to suspend any pre-judgement of what or how to achieve. Attending to
kinaesthetic sensation is therefore always an experimental process, even when
performing a pre-defined action. It is thus perhaps not surprising that the philosopher
and educationalist John Dewey (1859-1952) so well known for his advocacy of
scientistic experimentation and experiential learning, was an avid student of arguably

the best known somatic "pioneer": F.M. Alexander.

Although participants of somatic practices might experience therapeutic benefits such
as less pain and/or more freedom of movement, the experimental attitude and first
person perspective of the practices led the somatic pioneers to perceive their work as
predominantly educational. For example, Alexander Technique sessions, though
usually in a one on one context and often sought to remedy an ill, are known as
"lessons" and the professional is known 