
5th International Conference  of Physical Education and Sports Science 
 (ICPESS 2018-Turkey) 

 
Invited Speaker 

 
 

 

Tacit Dimensions of Pedagogy – Corporeality and Education Bildung 

 

 

Questions that will be interesting to discuss will be:    

1.   What is a tacit turn in pedagogy? Which discourses are concerned? 

2.   Which turns accompany the tacit turn? (material turn etc.) 

3.   In which regards is corporeality a tacit dimension of teaching and learning? 

 

 

General Outlines and Hypothesis 

The idea that education is the most important tool for social progress is shared nearly all 

over the world. Education is seen as being decisive for improving the life-conditions in a 

society, and for expanding culture. This consensus is, in fact, basic and indispensable for 

the political legitimation of schooling. However, by generalizing the logics of education 

as contributing to better human condition one also agrees in instrumentalizing pedagogy 

(cp. Hillen & Aprea 2015). As a consequence of this, one easily drifts into silencing 

genuine educational aims and values, for example their reference to cultural diversity and 

to individuals as living beings, here also to their corporeality. Today, this carries out 

foremost in favor of economic rationales and argumentations. 

In this contribution the leading ideology will be juxtaposed to the educational value of 

corporeality as the most basic, but, however, as we will see, for the most part, tacit 

platform of cultural diversity. 

 

Education in Today´s Societies 

The widely shared catalogue of educational goals may appear as simply given to us. This 

traces back to ancient times. Today, one speaks of quality education, expressed e.g. in the 

United Nations  ́statement of 2018 (online), to quote it: “Obtaining a quality education is 



the foundation to creating sustainable development. In addition to improving quality of 

life, access to inclusive education can help equip locals with the tools required to develop 

innovative solutions to the world’s greatest problems.” To begin with, sustainable 

development goals place people and the planet, and not e.g. certain partial interests at the 

center. This happens on the global, national, regional and local level. Correspondingly, 

the United Nations (2015) call for a new cooperative paradigm based on the concept of 

“full global partnership,” as well as on the “No Child Left Behind” policy. Global 

partnership and inclusion shall be guaranteed by quality education. Accordingly, “The 

Sustainable Development Goal 4 for Education” in the United Nation’s Agenda 

`Transforming our World: the 2030 Agenda for Sustainable Development´ (2015, online) 

aims to “[…] ensure inclusive and quality education for all and promote lifelong 

learning.” This is supposed to happen by continuously improving the quality of schools.  

There is no question: the idea of inclusive partnerships built upon shared principles and 

values suggests the common vision of a homogenized educational landscape.  

However, the homogenization of cultures and global monoculture, as we all know, also 

connects to cultural decay. Nowadays, we even have to learn that the veneer of global 

unanimity crumbles on many parts; that is e.g., culture groups disassociate from others in 

order to protect, or preserve their culture from influence or change. This problem applies 

to nearly all social contexts. On the pedagogical level, it correlates with looking at 

individuals in their singularity and living beings.  

 

Cultural Diversity  

It has become difficult to ignore that the idea of social progress by education cannot 

escape cultural diversity. Cultural diversity is the quality of diverse or different cultures, 

and education practically roots in specific ethos, traditions and habits. Also pedagogy´s 

very goal is to explore cultures: nearly all school subjects, history, literature, language, 

even natural sciences and physical education, comprise cultural topics. Furthermore, 

there are diverging national practices, that is to say, e.g. the national frameworks differ in 

terms of the educational traditions and their debates on education they refer to. Not least 



academic knowledge and democratic, sensible knowing go far beyond pure standardized 

discipline and strategic instrumentalisation. Corporeal aspects, such as age, race, sex and 

sexuality, and physical and mental characteristics, moreover count as dimensions of 

learner diversity - beside material (class, locale) and symbolic (culture, language, gender, 

family, affinity and persona) aspects (Kalantzis & Cope 2016: 86f.). 

In short, cultural diversity as a topic of education applies to the national, as well as to the 

regional and the local-social level. By generalized education logics, the divergence of 

cultures do not turn into mere consent. Let us take a closer look at the local-social level. 

 

Corporeality and Education  

Corporeality is the most basic platform of cultural diversity. Even if the educational aim 

in the classrooms often implies abstraction from corporeality, schooling involves a broad 

spectrum of bodily experience, expression and adaption processes without which learning 

is not possible. Our corporeality is not least decisive for our attention practices and, thus, 

for our learning and meaning-making. Therefore and in this sense, Klaus Mollenhauer 

refers education (Bildung) as such to our corporeality.  

Despite of the basic relevance of corporeality for practical education, it is no usual topic 

of scientific research. One of the reasons for this is of epistemological nature: As today ś 

theoretical and empirical research is based on the concept of “objectivity,” and is oriented 

at the consensus principle, social reality is foremost viewed as if it were a text (cp. 

linguistic turn, cp. Oser 1997). That is to say, it deals with social reality as if ruled by 

completeness, closeness, non-ambiguity and linearity (Wulf & Zirfas 2007, 8). 

Analogously, it is widely regarded as the main aim of school to impart available 

knowledge and abilities oriented at certain objectives. Pedagogical theory and practice 

are then reduced to certain norms and to definite interventions in well-defined 

pedagogical situations. In this regard, socially requested knowledge and abilities are 

interpreted e.g. as psychometric competences.  

By focusing mainly the corporeal side of practices, we follow up a paradigm shift in 

pedagogy: the tacit turn that nests in the performative turn.  



Paradigm Shift in Pedagogy  

The performative turn of the cultural sciences in the 1940s (cp. Turner 1977) employs 

performativity – that was previously used as a metaphor for theatricality – as a heuristic 

principle to understand human behavior. All human practices are `performed  ́is the basic 

assumption of the performative turn. Human action at whatever moment or location is 

always, in some way, addressing social understanding. Of scientific interest is how 

practices relate to their very context. Pedagogy is not any more only seen as a normative 

system and as principles for judging human behavior and efforts, but as practical 

meaning-making (e.g. leading to meaningful experiences, insights, or to indicated 

behavior). Practices make sense, or they produce nonsense.  This happens in an explicit 

or in a tacti way. 

In empirical research, the performative turn leads to a micro-analytic analysis of 

practices. Cultural diversity and divergence is there regarded as an integral aspect of 

classroom practices contributing to the explicit, as well as to the hidden curriculum (cp. 

Jackson 1968). That means cultural diversity and divergence refers to the outspoken and 

intended explicit goings-on in the classroom, as well as for the tacit, unwritten, unofficial, 

often unintended lessons, values, and perspectives that students learn.  

In short, the performative and, here, tacit turn entails a revision of the existing theoretical 

approaches to educational practices and learning by attracting the attention to practices 

and, here, to corporeality. The focus of my presentation will lie on corporeality as a tacit 

dimension of classroom education.  

 

The Tacit Turn  

Three empirical research approaches in pedagogy affirm the paradigm shift to tacit in the 

educational sciences; firstly, anthropological approaches describing learning as mimesis, 

secondly, concepts of implicit or tacit knowledge; and thirdly, the body-

phenomenological approach explains learning with the body. 

Ad 1: The performativity concept denotes the body as the site and medium of practices. 

Our corporeality creates a forum of rituals and sociality beyond the constraints of 

https://en.wikipedia.org/wiki/Theatrical
https://en.wikipedia.org/wiki/Heuristic
https://en.wikipedia.org/wiki/Human_behaviour


ideological systematics. Performative acts produce what they signify by making a person 

unfold also such abilities, which were not available to her/him before. This corresponds 

to the mimetic learning theory. Mimetic learning establishes a meaningful body-related 

connection between the individual and the world, as well as with other persons. 

Answering the smile of the mother is the attempt of a toddler to make himself similar to 

her. What happens here is not only imitation or copying. By getting an answer by the 

mother, the toddler moreover learns something about himself: He evokes himself in the 

mother, creates himself in relation to others. The act of mimetically relating to the world 

leads to an enhancement of one’s own worldview, knowledge, action, and behaviour. By 

this, practical knowledge is created, which is what makes it constitutive of social, artistic, 

and practical action. “Mimetic learning is cultural learning, and as such it is crucial to 

teaching and education” (Wulf 2008, 56).  

Ad 2: Implicit learning (Polanyi, Neuweg, et al.) is the psychological concept of a non-

episodic, incidental learning that goes along with the unawareness of what has been 

learnt. Implicit learning is based on memory mechanisms that are not focal, but moreover 

complex, sequential and diverse functional. In different stimulus structures, implicit 

learning shows biases, dissociations and a complexity that cannot be reduced to linear, 

definite, unquestionable arguments, as focal or explicit learning usually can. It is the way 

how one deals with something. This involves experiences, beliefs and values in action, as 

well as the operational side of power relations. Implicit knowledge is not articulable in 

formal and systematic language, scientific formulae, or specifications. 

Ad 3: According to Maurice Merleau-Ponty resp. body phenomenology, all reality comes 

up as sensual impressions, not-articulable perceptions, subliminal thoughts and as the 

origin of speaking in silence. As our body is our “natural I and as such the subject of 

perception,” we cannot have a consciousness about our living body, as we do not have 

any distance to it. The bodily orientation in an individual or situational field of seeing, 

acting or speaking is a “point zero.” At the point zero - where we always already are - we 

become (tacitly) aware of the way how how one deals with something and how practices 

relate to their very contexts. Meyer-Drawe (2008) locates the experience of learning 



there. Learning is thus a tacit phenomenon, it is an occurrence, its process is never gets 

evident. In learning, former knowledge is to be rejected and new features enter familiar 

contexts. So to say, it is an inner estrangement that enables us to respond to things we do 

not yet know. We thus do not exclusively gain knowledge, insight and understanding in 

an active way. We moreover experience and learn by dealing with multiple disruptions, 

chiasms, fissures, distances. Anyway, after we have learnt something, then, for a sudden, 

things are making sense in a kind of archaic and persistent way, as if this sense had been 

there forever. -  

To sum up: In my presentation, I cipher out the education ś reference to cultural diversity 

and to the individuals as living beings in terms of tacit corporeality. By investigating the 

tacit dimensions of educational practices, we can prevent the silencing of the genuine 

educational aims and values and a further homogenization of educational landscapes. 

Thus, by focusing on secret social in- and exclusion, hidden topics in the interaction, 

modes of integrating informal experiences etc. we investigate how one deals with 

something and and how practices relate to their very contexts. This concerns experiences, 

beliefs and values in action, as well as the operational side of power relations. We can 

observe mimesis and the point zero as the very moment in which former knowledge gets 

rejected, and familiar contexts are entered by new features. By referring to the concept of 

implicit knowing, anthropological pedagogy and phenomenological approaches, 

diversity-sensitive, body-related learning theories can be worked out. 
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