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Introduction

There is a need in educational discourse for theldpment of qualities and
characteristics of the body in movement that p@sitsore intrinsic and subjective
value of physicahctivity. In physical education, sport, outdoor, environragrtealth
and experiential education such concepts of moveamahalternative pedagogical
practices require more earnest theoretical/prddiiberation and discussion.
Movement is basic to bodily experience but the itjealand characteristics of the
‘body moving’ in environments are not well appreediin the current education
literature and health promotion discourses. Atrtiae of this lack of understanding is
the persistent subordination in the western minds#te body.

The lack of understanding about the moving body aé&ves to undermine
how ‘movers’ make meaning of their bodily movemeaatsording to the spaces and
places of that movement. If so, ‘learning’ in @hcbugh movement, as is demanded
in schools and community settings are also undexthiRut differently, and bluntly,
any physical education pedagogy that does not eng@gously with the concept of
movement, its qualities and characteristics in eéepee diminishes the educational
prospects and pedagogical potential of the fieldhyfsical education. But physical
education in schools, and coaching/fitness traimripe community, are examples
only. The challenge for healthy, sustainable iMies partially in the promotion of
movement experiences in a wide range of human &odeand, in schools, in a

broad range of curriculum areas.



For the purposes of this paper, the specific chgdor teacher education
research is to develop philosophical, theoretiodl @mpirical understandings about
the centrality of movement experiences so thatréudducators and professionals
concerned about the sustainability of health anidbexg promotion can critically
examine their current practices and policies. Webe a revitalized notion of
movement, and understanding of the various conmdsenvironments in which
movement occurs, will enable deeper consideratidmow the discourses of physical
education, human movement and outdoor educatiobeaaconceptualized in
school-based pedagogies and related community @@welnt initiatives in sports and
outdoor recreations.

In this paper, we focus on the qualities and iaties of movement and
therefore their potential contribution to the ediaraof the practitioner, be it
physical/outdoor education teacher, recreationr@anr health promotion
professional. Drawing upon the phenomenology of @emeent in physical education,
it is timely that we extract from that literatukest‘other’ qualities, characteristics and
different or ‘wild’ dimensions of movements thatape mention in the dominant
physical education discourses.

Our purpose is the revitalisation of movement amd@ment education which
may partially contribute in a positive manner ttelligent responses to the otherwise
deficit-discourses and negative rhetoric aboustifie diseases such as the obesity
epidemic, and the escalation of diabetes, physiealivity and sedentary behaviours
and disengagement in schools. The task that weratertaking in the Movement,
Environment and Community (MEC) research node Isc¢ate the ‘marginalised’
literature about movement and movement experieingaisysical education into a

broader, non-reductionist theoretical frameworkadial ecology and pedagogical



platform of experiential education that informs @gdgical and curriculum inquiry
and critical research development. Notwithstandsgliterature about movement
that is readily available in, for example, philobgpsocial theory, geography and
cognitive sciencé our initial but limited aim here is to outline ancept of movement
and its ‘lived’ experiential and phenomenologicahtexts as part of what we believe
is a distinctive notions of ‘spatialisation of movent’ and ‘geography of physical
activity.’

That is, our interest in MEC is to locate this ‘gesgphy of physical activity’
within the formulation of a ‘social ecology’ of mement education and health and
wellbeing promotion. In doing so, MEC researcheéms @ make a unique
contribution to physical, outdoor, health, envir@ntal and experiential education
discourses. While this paper focuses primarilylenconcept of movement within
MEC it gestures to the E- environmental and C —rmoomty concepts that our MEC

colleagues will address in more detail in the feilog papers.

Literature Review
Movement, meaning-making and its concept

There is renewed interest in the discourse of ghysducation about the
concepts of movement, movement experiences, meanthgneaning-making as they
relate to the pedagogies of the body (Arnold, 1&8®wn, 2008; Kentel & Dobson,
2007; Kretchmar, 2007). While the literature in picgl education has not been
abundant, that which has been available for fooades is conceptually rich and has
provided untapped intellectual resources for themakdevelopment of a
phenomenology of movement. This revitalised interedmeaning in movement’,
‘physical literacy’, ‘movement literacy’, ‘somateducation’ or ‘movement culture’ is

partially in response to the lack of understandihthe rich notions of lived bodily



experiences and meaning-making that are abseheidiscourses of sport (Kirk,
2003) or fitness and public health (Trost, 2004).

Scholars working with phenomenological approacmesaitical perspectives
of physical education have suggested that thisorespmay also be due to:
a)research suggesting that students derive littleningaand satisfaction from
physical activity during physical education (Carls@995; Tinning & Fitzclarence,
1992);

b) understanding student motivation to alleviate thealled childhood obesity and
physical inactivity ‘epidemics’ (Kentel & DobsonQ@7; Kretchmar, 2007);

¢) humanistic and philosophical interest in elucidatine richer ‘lived experience’
dimensions of movement (Kleinman, 1979) or to aslsltee importance of movement
in self understanding about what it means to bedmym

d) to further elucidate and acknowledge that movenseimextricably linked to the
environment through the ‘body spatialisation’ agddgraphies of movement;’ and
e)to different layers of communities (school, neightfmod, town) as the ‘drivers’ of
building social and environmental capital whichldea healthy sustainable living
through upstream approaches (Sallis et al., 2006).

To introduce the complexities of the concepts oaniieg, meaning-making
and lived experience in ‘movement’ we refer readensublications that might be
described as seminal suchGmnotations of Movement in Sport and Dance
(Metheny, 1965)Meaning in Movement (Metheny, 1968)Philosophy and Human
Movement (Best, 1978)Sport and the Body: a philosophical symposium (Gerber &
Morgan, 1979)Meaning in Movement, Sport and Physical Education (Arnold, 1979)

andPractical Philosophy of Soort and Physical Activity (Kretchmar, 2005).



In briefly synthesizing these authors, the notibmovement/physical
activity/sport as a worthwhile pursuit in and «felf is ever-present. Additionally,
from a phenomenological perspective the persorsalcgations of distinctive, pleasing
and bodily related contexts enable for an increaselrstanding of one’s embodied
consciousness. There has been tacit recognitittrese publications of the now
popularized notions in educational and pedagogisaiourses of different ‘ways of
knowing’ and ‘authentic learning’. To highlight neoconcretely the meaning(s) of
movement and meaningaking in physical education and sport we draw, for
illustrative purposes on three meaning-making cptxea) the denotations and
connotations of movement (Metheny, 1965, 1968}hb)concept of education ‘in’
movement (Arnold, 1979); and c) Kretchmar’s (20@83cription of meaning-
making, whereby an individual is moved ‘away’, mdveward’ and moved ‘along’.
These scholars’ interpretations of movement andhmgamaking have been chosen
based on (i) the word/time limits on this artidi€); in response to frequency of these
citations within the literature and (iii) as suadimnd interpretable approaches in
providing descriptions of the importance of theingic qualities of movement.

Historically, it is likely that van den Berg’s (18particle on theduman body
and the significance of human movement was the first to highlight the importance of
phenomenological concepts as they related to hunmvement. This philosophical
work draws on early phenomenologists, Maurice Marionty and Jean-Paul Sartre.
The concepts of (i) landscape of action, (ii) imtiken of the moving person, and (iii)
the glance of the other are consistently describedrious ways by authors such as
Metheny (1968), Kleinman (1979), Whitehead (1991 and more recently Smith
(2007). There are others such as Kentel and DoY), Quennerstedt (2008) and

Brown (2008) who have also contributed to the phesmological work and



importance of meaning-making within the domain bysical educatioch We wish
now to provide a vignette that provides a des@ipbf ‘intrinsic qualities’ associated
with movement before examining various descriptiohsieaning-making as
presented by Metheny, Arnold and Kretchmar.

This was it then. | straddled the saddle, plantgdfeet on the pedals, Chris

steadying me, then a forward thrust and the bi&eest rolling down the slight

incline of Dudley Road on the hump of the cambethgring speed, Chris
running along behind. | knew the set of the hidinfrthe manic descents on the
trike, and feel of the pedals under my toes wasdli@mtoo, but suddenly |
realized that an entirely new sensation was cogrirough me. | was riding
free. Balancing unaided. Chris had let go of thddkaand left me to natural
instinct and providence. Brakes? Fat chance, bappstg didn’t signify,
motion did...the thrill, the exhilaration was unimagble then, but it has
stayed with me ever since...I turned back radianh wiee and rode up to

where Chris stood with a big grin on his face, sttam my triumph. | was a

cyclist, a skeddadler (Fife, 2008, p.19).

How likely is it to find these sensibilities mentied in the official physical education
curriculum?

Fife highlighted for us the more pure experiencenoffements and its spatial
and temporal affordances — hence our enthusiasen ‘fatiality of movement’ and
‘geography of physical activity’ as more primordpimitive elements that require
revitalization in the physical education/sport disses, where an instrumental,
competitive, performative discourse is unquestibnpbvileged. For the author,
Graeme, riding a bike for the first time unaidedswadived, felt, sentient, purposive
act (Shusterman, 2008). For Metheny (1968) meahéniyes from the denotations,
the literal meaning, and connotations, the persassbciations as it has to do with
movement, sport and physical activity. Importardilyphysical education teachers it
is the connotations of movement forms that provigerichness of meanings, hence
the meaning-making for the individual. In this exdenGraeme denotatively cycled

from point A to point B, albeit down a road withhil, but this movement for Graeme

at least was connotatively complex. His narratigsatdiption is interesting and tells us



something about who he is, what he wishes and Hop&gen cycling and what
meaning he attaches to cycling. Clearly the feebihgding a bicycle unaided is a
lifelong pleasurable, delightful and memorable egree, it was perhaps Graeme’s
‘first rush of movement’ (Smith, 2007). According Metheny in Kretchmar (2000)
not all connotations are personal or distinctinefaict they may be common to a
particular time and culture, in other words soauttirally constructed. As Roberts
(2008) and Ryan and Rossi (2008) and cautioned:

meaning-making that is regarded as exclusivelyafigatonstructed does not

account for the varied and often contradictory pecsives that an individual

simultaneously takes up and rejects, yet theonigsdonsider meaning-

making to be based only on individual psychologgleet to explain the

influence of the social milieu on any verbal or nambal interaction. (p. 40)
Whilst a tension between the individual and soapglears to exist, for Metheny this
was not a problem for it created opportunity fae&chers and practitioners to
address the complex meanings of movement betwegpettsonal and the cultural. In
signalling towards our colleagues presenting ‘Emvinent, place and social ecology
in education’ (Wattchow, Burke and Cutter-MacKen2@08) and ‘The concept of
community and its social ecology’ (O’Connor, 2088} cultural connotations of
movement, and if we look broader at the environnagit community, contribute to
this meaning-making primarily through reinforcetiails, values, truths that occur in
‘places’ (environment) and shared ‘spaces’ (comtyymvith family/friends or
individuals as members of sporting clubs.

Education ‘in’ movement are those activities of mment/physical activity
that are worthwhile in and of themselves from thespective of the moving agent.
They are important educationally as they allowrtioging agent to actualise

themselves in distinctive, pleasing and bodilytedacontexts as a process of

understanding their own embodied consciousnesselperspectives are subjective



and a ‘good-in-themselves’ as well as being ‘goadnrie’. Additionally to further
elucidate the meanings in sport, movement and palysducation, Arnold (1979)
proposed three subjective movement meaning categgaimordial meanings,
contextual meanings and existential meanings. Rdimbmeaning, according to
Arnold, relates to how the performer is not onlynigeaware and of experiencing a
movement itself, but also to the subjective attaglsome value to it. In other words it
is related to kinaesthesis, bodily experience affdidentity and the experiences that
a performer has that are uniquely his/her own aag, mr may not, be able to give
voice to, noting the limitations of an overt focus just the individual at the expense
of cultural understanding. Contextual meaning ptesithe performer with meanings
in movement when performed in a specific type of/ement situation. The example
that Arnold uses here is: (a) sports’ skills adipalar instances of contextual
meanings, for example the ‘leg glance’ only hasmresin cricket. Contextual
meaning as it relates to sport skills means tladirtigues need to be acquired, but also
the skills need to be utilised in the appropriaietext of the game or movement; and
(b) sports as rule-bound social realities, for egl@ywhen playing soccer | learn
skills of kicking and trapping. But | also learreteoccer-bound skills of ‘offside’ and
‘to lay off the ball’. As these rules relate to secothers that play the game also agree
to abide by them. Whilst this creates common grotimere is some overlap between
what | derive from such contextual meaning as soraedse does. Hence contextual
meaning is both rule-bound and social. Finallysetitial meanings in movement
relate to those individual and personal meaningsdhe part of who | am in the
world. For Arnold these themes are: (a) the extsasragent, (b) sport as a quest for

authentic experience, and (c) dimensions of existiemeaning in sport.



The final interpretation that we wish to draw ugmm the physical education
literature is the concepts of being moved ‘awagward’ and ‘along’ (Kretchmar,
2000). According to Kretchmar “meaning can transputividuals away from the
literal features of an event — the movements therasgtheir biomechanical
requirements, perhaps even the score of a gam&2jpThis definition highlights
how movement/sport/physical activity becomes meaguinit does so by moving you
away from the mundane tasks of everyday life, to agthat is uplifting and where
positive, joyful, delightful memories come to tlerd. Meaning can also be derived
when individuals are drawn toward particulars ofveraent. The activity/movement
becomes so important to performers, that it grabst They tend to zero in on it. For
some they become part of the environment, or ppéeguipment they are using.
Examples to highlight being movealvard include rock climbers become part of the
rock they are climbing (Csikszentmihalyi, 1977)rowers toward the water, boat or
fellow rowers (Lambert, 1998). We offer cautionpesially to physical educators that
may have used or comprehend this concept of meanakyng in movement.
Exercise can at times be detrimental, and somepeefs that become exercise
dependent plausibly do more harm than good whanrtieaning-making ‘takes’ over
their lives. Finally the third kind of meaning-magiexperience is one which
Kretchmar described as being mowatong. Physical activity/movement can become
very meaningful when it is described as a storytinearrative in one’s life. From the
performer’s perspective it is viewed as a spirituadl philosophical approach to life
which is clearly at odds with thoughts within therent discourses of physical
education about fun, exercise and skill developrasmheaningful content. As an
example, Kretchmar drew on Henry David Thoreau ¢19882) book chapter on

thoughts on walking (sauntering as described byr@dng). Describing it as a
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fundamental part of who he was, sharing his hgpless and actions. His action of
walking, being movedlong was an important part of the meaning-making moveéme
experience of who he was and how it was part offe’'s narrative.

In summarizing this brief introduction into meanimgking concepts of
movement within the discourses of physical educadi® presented by Metheny,
Arnold and Kretchmar are the personal associatduisstinctive, pleasing and bodily
related contexts enabling an increased understgrdione’s embodied
consciousness. Whilst some suggest that this parpbenomenological approach is
limited (Roberts, 2008), it never the less openspportunities for physical education
teachers and researchers to understand the impsutiajective and ‘intrinsic’
qualities of movement of the individuals, that both personal and cultural, that are
missing from the dominant biophysical sciences rhotleurrent physical education
curriculum.

These publications have also tacitly recognisedrtiportance of various
educational and pedagogical discourses of difféveags of knowing’ and ‘authentic
learning’. However, we wish to go one step furthied highlight that to date there is a
limited scholarly insight within the physical edtioa and movement discourses
about what we will refer to as:

* The spatialization of the moving body in time

» The geographies of physical activity
That is, the distinctive contribution we seek togimin MEC relates to the ‘yet-to-be-
probed’ notions of how movement and physical atthand meaning-making and
learning, must also account for the perceptualiatehtional affordances,
enablement’s and constraints of the various enmemnts that spatially and

geographically influence the human and social égpee of movemernt. As such,
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our notions of the spatialised body and geograpimavement for physical
education provides an opportunity for researchenslsrs to consider both the
independent and inter-dependent characteristiosooement, environment and
community when explaining physical education, Heatlucation or outdoor and
environmental studies in teacher education or naimg professional development.
We will attempt to explicate such concepts by dregwon the available
literature of a phenomenology of movement primatbipugh the discourses of

physical education pedagogy.

Towards a concept of the spatialisation of the body in movement over time and its

geographies of physical activity

The literature in the phenomenology of movemenhlights a qualification and
rejection of a series of dualisms in the physichication literature. Clearly, physical
education is one of those curriculum fields whéeeltuman ‘body’ is central to the
primacy of practice and, by necessity, theorizaéibaut it. However, Whitehead
(1990) has cautioned that physical education teadieere a philosophical inability to
articulate the subject’s importance and place endirriculum;
What they are really so concerned to cite are ialokpof articulating, namely
the achievement of successful liaison with the derh their embodied
dimension; or to be exact, between their motile @dinoent and the concrete
features of the world (p. 6)
Despite this ongoing philosophical theorising & Hody and the more pragmatic
pedagogic encounters in physical education appesipt back into recreating the
mind-body and I-world separations despite the btstts of many writers cited
above (Connolly, 1995). Some scholars such as Sa®8®7) attempt to address these

constant limitations. Drawing on van Manen’s (198@dagogical thoughtfulness

and tact’, Smith presents the notion of ‘educaghgsically’, which refers to the
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teaching of games, sport and movements in physdaation that is embodied and
respects the movement experiences of the child.

Those with an interest in the phenomenology of moe will need to remain
vigilant to this slippage because of the ongoisg af placing the moving body and
movement experiences, and their study, on the lpenypof a reoriented physical
education discourse. The ongoing challenge we digsdhat a ‘social ecology of
movement’ and its pedagogies beckons. To dow@snust be very attentive to the
notions of the spatialisation of the body and gapgres of physical activity.

There are numerous theoretical sources to devhpgatialisation and
geographies of movement (for example Maitland, 198%e, 2004; Weiss & Haber,
1999) and physical activity that lie outside theaent but revitalized notion in
physical education of a phenomenology of movemsesg (ootnote 1). And,
although, the remit of this paper is to focus amtiythe discourse of physical
education, brief mention must be made in conclusiamvo important notions that
highlight the spatialisation of the body in movemiertime. Those notions are ‘body
schema’ and ‘intentionality’ and, here, we are Intéd to Merleau-Ponty’s (1962)
phenomenology of perception.

The notions of ‘body schema’ and ‘intentionalitgn@d consequently ‘flesh’),
effectively point to the inseparability and conreelrtess of the body, in movement, in
space and time, with the numerous environmentsiclwmovement occurs, is
enabled and constrained (built, structured, urbpen, natural, treed, footpathed,
river, wilderness — for example, we move in patacways in water, in a pool, on a
river, through a wave and so on). For flesh is ntbaa just the sensorimotor surface
of the body. It pertains not only to a depth, whgrengoing transactions/interactions

with the environment occurs simultaneously, cordimly and in reciprocity (e.g. as
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in visceral exchanges such as breathing), but &eament of Being. For children
their relationship to movement/sport/physical attivtheir embodied connection or
‘flesh in the world’ is primordial and occurs pritar any self-identification (Smith,
2007). Critically, this ‘inseparable’ connectiontbe moving body ands
environments, effectively deconstructs the bagyeckothat persist in western thought
about the separations of mind and body, and | amtbw Merleau-Ponty’s ‘flesh’
metaphorically elaborates the ‘porous like’ tratigaal relationship between bodies,
environments and natures. They are mutually cartist® in relation to the meaning-
making that occurs for the individual body in segsand ‘learning’ of the
opportunities, affordances and constraints of therenment but also there are effects
on that environment/nature as a recursive conseguafthat movement experience.
Smith’s (2007) account of the ‘rush’ of movemenaigery useful description of an
environmental affordance and how the flesh aces mgdiator of that rush;
The child is situated gesturally amidst the flethe world through
movements that reciprocate the appeals of the tapas, the seascapes, the
airscapes and firescapes. The child’'s movemergh et the mimetic impulse
to become the Other. In fact, the power of thisuise is the depth of the flesh
that is discerned in the motions of child-like ceation to the world (p. 59)
It is in environments of landscape, airscape aadcpe where ‘lived’
movement/sporting/physical activity experiencesuod@e childhood, often through
‘rushes’ of habituated movement such as swimmingping, walking and dancing.
Beyond reducing children’s movement experiencesitcown (Smith, 1992),
parents/educators/coaches rarely cultivate or staled the importance and meaning-
making of such landscapes, airscapes, seascapesmamettion to ‘rushes’ of
movement.

Undoubtedly, there is a risk here of simplifying fimportant concepts of

‘body schema’ and ‘intentionality.” But that risk worth taking so the reader can
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imagine the directions we are taking in our theatrans of the spatialisation of the
body and geographies of physical activity withie tiroader theoretical driver of
social ecology and pedagogical platform of expeiateducation in an education
of/for/with movement/physical activity.

‘Body schema’ is an indicator of the primordialégd, often, primacy of
certain bodily dispositions and capacities, chamastics and qualities that ‘permit’
the pre-conscious, perceptual, intuitive, sensad/tzbitual orientations,
positionings, interactions and relations with vaggroximal and, sometimes, distant
environments, spaces and places, either momentauitr extended durations. For
example, we move (walk) up a long, steep hill indyi weather in a particular way
that differs to moving on sand at the beach. Orfue our head when we hear a
noise. Or we gesture with our eyes and hands tdl@eague when verbal
communication is insufficient. Or children playsacret spots in particular personal,
social and ecological ways that we have forgotteyua The concept of body schema
should not be confused with a term very populahusical education and health
discourses of ‘body image,’ noting the serious telraother literatures about the
inappropriateness of the misleading confusion sumdong their interchangeable use,
even in philosophy and cognitive science (Carmaf82Gallagher, 2005). Body
image relates more to the idea of the attitudesbahdfs we hold about our own
bodies, and those of others. Image connotes @isteire’ of the appearance of the
body objectified. And, as such, body image andeelaoncerns about self-esteem
have preoccupied many physical and health edugatorsngst numerous others, in
regard to, for example, the culture of thinnese4as, body types and measures and
eating disorders, and so on. Body schema, therafaeconception of the dynamic

orientation of the body to and in response to #peaenced lifeworld, or ‘lived
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experience’ while body image is a more reified obfeation of the self and socially
conceived body in that socially constructed lifeidorBoth point to vary different
orientations to the ‘environment’ which, in mangtances, overlap. For example, we
do walk and dress in particular ways on the beacbrding to the combination of the
affordances/restraints of the sand/water/wavesaasehse of ‘display,” appearance
and performance. We feel the heat of the sanduoffeet; many feel the gaze of the
audience. Of course, there are major implicatmfrtbe differences and overlap
between body schema and body image for movemeetiexgge education, meaning-
making that, undoubtedly, differ from conventiomedws of physical/health and
outdoor/wellbeing educations.

(Body) intentionality, therefore, is closely linkéalthe notion of body schema
in that it highlights the dynamic nature of thetsgdéay of the body in movement and,
more generally, underpins the notion of the gedyespof physical activity as each
pertains to an alternative conceptions and corntsbnsof physical education and
embodied/experiential pedagogies. Simply, interdiby highlights the ‘directedness’
of the orientation to move in a particular way ipaticular setting in particular
conditions. Intentionality is ‘automatic’ or ‘prebnscious but can be ‘learned’ over
time. For example, we ‘learn’ how to walk and ch@asroute up that steep hill on a
windy day that might differ from the route we s¢len a calm or wet day. We
intuitively know how, when and where to dive thrbugr over a wave and, in doing
so, reorient that dive according to a sense d@izis and power. There are some
parallels here with the idea and practice of gaemse, now frequently taught in
physical education classes and in pre-service &atucation. But, again we refer
the reader to footnote 2, and how the physical &filut teacher operates within the

range of pedagogies listed there that are dommramiarginalized.
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So, despite the limitations here, the notions edtil of schema and
intentionality are indicators of how a phenomenglogmovement addresses the a)
spatialisation of the body in movement in differentzironments and b) geographies
of physical activity. They are partially implieelyen sometimes directly addressed in
conceptualizations of what it is to be physicalliyieated, or educated physically, and
what is included in the physical education disceur®ur reading of the physical
education discourse suggests that, by and largenéntion of spatiality and
geography of activity is located in the instruméatad performative logics/outcomes
of that discourse. The phenomenological discowase MEC's distinctive
contribution, aims to ‘open up’ that discourse &ieonsidered view of what is
currently excluded and might need to be re-inclydedh as the notions of embodied
knowing, somatic understanding, ecological subyégtiintercorporeality (between
bodies), kinaesthetics, somaesthetics and so on.

We reiterate that notions like the spatialisatibthe body in movement and
geographies of physical activity are important edjents of the theory of social
ecology and pedagogy of experiential educationy®re important because of the
way in which the embodied making of meaning throogivement and physical
activity in various environments over times areleded, major sources of an expanded
notion of learning which, if so, is part of the iggation process that physical
education has struggled with, for far too long.te@fseen as mere ‘doing’ curriculum
areas like physical education and outdoor educdtianprivilege the moving, active,
experiencing body do offer a rich and extensivdities and characteristics of
meaning and learning that are unable to be offerdide classroom.

The challenge for us and physical education iphysical educators to

recognize how the nascent but revitalizing phenamiogyy and social ecology of
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physical education can enhance its endeavours ptuadly and practically in ways

that have not been previously envisaged, or ontiygily so.

Summary

It is clear that those writing in the genre of &pbmenology of movement are
committed to how the moving body (in time/spaceg source, or origin, and

reflection of meaning and meaning-making. The phewlogical discourse shifts

our ecological attention to some of the more isidrqualities and characteristics of
the body(ies) in movement in time and space. Idang, at least, a renewed sense of
agency is therefore implied | regard to develoghgtheory and practice of physical
education. We feel this positive sense of ageostefed by the meaning-making
dimensions of movement is probably a ‘primitiveprimacy’ of practice and,
therefore, prerequisite to more earnest accountsrméeption and learning undertaken
rationally by the various critical, post-structusald applied-science discourses.

To be sure, movement, both situationally and cdnotdly, is inextricably
linked to the affordances, enablements and conssraif the various environments
that spatially and geographically influence the homand social experience of
movement. In addition to the spatialities of moee their geographies also shape
how communities act as the ‘driver’ of social amieonmental capital and their
sustainability. The phenomenological, or ‘micréudy of, for example, the body
schema and image in movement provides a ‘critigaidow through which the
social, cultural and ecological ‘world’ might albe examined.

This social ecology of movement therefore addressgedifferent levels the
relationships between human, social, built and naatenvironments — a prerequisite
for the promotion of health, wellbeing and susthilig. This ‘socio-historical-

cultural’ and ‘ecological’ theory of moving in timand space, even place, will
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positively deconstruct the disconnects of mind-hooganism-environment, I-we-
world and, inevitably, ontology-epistemology-metbtmyy that, currently, continue

to fuel the theory-practice gap in physical edwrati
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including phenomenological philosophy, cognitiveesce, psychology, social theory and
environmental ethics. Concepts used include sematierstanding (Egan, 1997), practical
consciousness (Giddens, 1984), the primacy of ipefArcher, 2000), ecological subjectivity
(O'Loughlin, 1997), the mind-embodied (Weiss & Hald®99), the embodied mind (Lakoff &
Johnson, 1999), kinaesthetic intelligence (Gardh@83), body/corporeal schemata (Merleau-Ponty,
1962), subjective knowledge (Bain, 1995), somaedisth (Shusterman, 1997) and lived experience
(van Manen, 1997). It is evident that there exasteehness about the qualities and characteristics
movement from outside the domain of physical edanaScholars tend to draw inspiration from the
phenomenological and interpretive branches of ghjphical inquiry and the human and social
sciences.

% Due to space restrictions, we would ask that éstied readers refer to these relevant publications.
® We note here that, indeed, the spatializatiomefttody is well understood in physical educatiam (f
example, dance, kicking the ball into the wind nieg into the bend) but its theoretical underpigsin
qualities and characteristics — both philosophécal primal, have been eroded by the chronic
(perceived/ideological/standardized) need in plafducation and human movement studies for
instrumental, technical, competency, measuralditg, efficiency, safety, rules, calculative and
performative ‘outcomes.’ Spontaneity, for examplecomes ‘invisible.’



