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Abstract

This literature review examined 50 publications which reported research into the use of arts-based
and embodied (ABE) methods of leadership development and offered knowledge concerning
whether and how such methods contribute to leadership development. It is one of five
complementary reviews contributing to the Erasmus+ ENABLES project (European Arts-Based
Development of Distributed Leadership and Innovation in Schools) and has been conducted by the
University of Hertfordshire (UK)OuEMNKddsbfEh® t eam
reviewed publications suggests that the processes involved in using ABE methods can be
understood in terms of three aspects: features of the activity, what is activated by the activity and
the constructions of leadership underpinning and reflected in the sessions using ABE methods. A
diverse range of leadership constructions were apparent, from notions of the heroic leader through
to a more holistic understanding of leadership as a complex, emotional, relational, embodied
concept. Data on outcomes are limited, with 10 publications offering evidence that ABE methods
had some impact on leadership development. Most apparent is research evidence that ABE
methods helped participants by enhancing their relational sensitivity and increasing their ability to
cope with unfamiliar circumstances and complexity. Six of these 10 publications offered evidence
of consequent changes in practice. For example, there were indications that, following participation
in ABE leadership development sessions, some leaders can find increased capacity to cope with
stress and to notice and pay attention to factors important in relating to others, such as the value of
seeing oneself in a team and avoiding blaming others. A critical perspective is missing from most
studies into ABE methods of leadership development i concerning issues of power and
inequalities and the effects of social positioning according to factors such as gender, ethnicity and
social class. Implications identified through the review include (a) the potential to make more use of
ABE methods to increase capabilities (such as relational sensitivity), appreciation of leadership as
an emergent, relational process and self-awareness in the context of leadership, and thereby
enhance the ability to take an active part in distributed leadership; and (b) the need for more
research on the impact of ABE methods, including subsequent changes in leadership practice.

(th




Contents

1. EXECULIVE SUMIMAIY .. .oiiiiiiiiiiii e e e et s e e e e e ettt e e e e e e e e e e e aa it e e e e e e e eeeesannsaeeaeeeeeennnes 5
P2 111 0T (3 Tox o o RO 8
G T |V =1 T T PO 9
3L INEFOTUCTION ..ttt 9
3.2 SEAICH STIATEQY ...ttt 9
3.3 TypesS Of PUBICALIONS. ... 10
3.4 REVIEW PrOCESS. ...ttt 11
3.5 TypesS Of ABE MELNOUS. ......uuuuiiiiiiiiiiiiiiiiiii e 11
3.6 Types of Research MethOds .............uiuuuuiiiiiiiiiii e 12
L 10T 11T P 13
s I [ o o [¥ o 1o o 14
A2 PIOCESSES ...niiiitieeeeetit e e ettt e ettt e e e ettt e e ettt e e e e eaa e e e e et a e e e et ta e e e e et e e et e e eeraans 14
4.2.1 Features of the ABE @CHVILIES..........covviiiiiiiiiiiiiiiiieeeeeeeeeeeeeeeeeeeeeeeee e 15
4.2.2. What is activated in the ABE aCtVItY...........coovviiiiiiiiiiiiiiiiiiiiiiieeeeeeeeeeeeeeeeee 19
4.2.3 Leadership CONSITUCTIONS .........cciiiiiiiiiiiiiiiiiiieieeeeeeeeeeeeeeee ettt 22

4.3 OULCOIMIES ...ttt ettt oo ettt e e ettt e e e e ee e e e e e e a e e e e esaa e e e eesaa e e e eenna e eeeennnns 23
4.4 Strength of evidence of ABE methods impacting on leadership development ......... 27
4.5 Implications for fUtUre reSEAarCh ..........ooooiii i 27
4.6 Implications for leadership development practiCe...........ccoovvvrriiiiiiiieeeiieiiceee e 28
I O] a1l (8 o 1 aTo Il £=10 0 F= T4 G 29
Y 0] 01T o | TP 30
List of reviewed pPUBlICAtIONS ..........coouiiiiiiii e e e e e e eaaans 30
REVIEW TEMPIALE.......ceiiiiiiiiiiiii ettt 34
] (=] (=] [ SRR 35




1. Executive Summary

e

This literature review is one of five complementary reviews contributing to the Erasmus+
ENABLES project (European Arts-Based Development of Distributed Leadership and Innovation in
Schools) and has been conducted by the University of Hertfordshire (UK) ENABLES team (the

r e p oauthodsk

The strategy to identify and select publications for review sought publications published in or after
the year 2000. The review examined a total of 50 selected publications which reported research
into the use of arts-based and embodied (ABE) methods of leadership development and offered
knowledge concerning whether and how such methods contribute to leadership development.
Publication dates ranged from 2004 to 2019. Thirty of the publications reported empirical studies.
ABE methods studied in the publications comprised embodied activities, music, craft-based
activities, art activities (such as drawing and painting), narrative-creative activities (such as story-
telling and poem houses), dance and performance, combined arts-based and embodied methods,
and general arts-based methods (which included instances of mixed methods or where no specific
detail was given).

Publications were allocated for review amongst team members. Reviews were carried out using a
template in which information and assessments of each publication were entered, including what
was reported about ABE me t h quobeesses and outcomes and what could be concluded about
the strength of connection between ABE methods and leadership development. Two members of
the team analysed the consequent reviews. This involved a process of generating from the review
categories and possible themes, synthesising these into a set of proposed final themes and
conclusions and drafting an account of the review. The draft themes, conclusions and account
were reviewed by the rest of the team who proposed refinements, amendments and additions that
fed into the final version of the report.

Our analysis led us to suggest that the processes involved in using ABE methods can be
understood in terms of three aspects: features of the activity, what is activated by the activity and
leadership constructions. Features of the activity include facilitation, playfulness, activities of
making, the connecting of body, feeling and intellect, learning from bodily experience, and
encouraging attention and reflection. These features create the conditions in which certain
processes are activated within and by participants. What is activated includes aesthetic
awareness, aesthetic reflexivity and experiential learning. Particular constructions of leadership
underpin and are reflected in the design of ABE methods for leadership development. These varied
amongst studies. Some were informed by the idea that effective leaders require certain attributes
such as being non-judgemental, having integrity, seeing oneself as an artist; some seemed to
foster a 6 h e rview af léadership; some projected leadership as a collaborative, complex,
emergent activity. We note an under-theorisation of leadership development, with studies tending
to focus on learning rather than development.

Data on outcomes are more limited. We concluded that 10 publications offered evidence, from their
research data, that ABE methods had some impact on leadership development. They each
provided some evidence that participants themselves took away from the activities or programmes
new learning or changes in attitudes, awareness, feelings and understanding. Two areas of
change stand out: enhanced relational sensitivity and increased ability to cope with unfamiliar



circumstances and complexity. Six of the 10 publications offered evidence of consequent changes
in practice. Two studies that made a systematic attempt to find out about changes following their
ABE programme found some evidence that, as a result, those leaders had less of a laissez-faire
approach and increased capacity to cope with stress. Another offered anecdotal feedback from
participants and others suggested that they were more likely to notice things in their work, such as
the value of seeing oneself in a team and avoiding blaming others.

It is noteworthy that a critical perspective is missing from most studies into ABE methods of
leadership development i that is, issues of power and inequalities and the effects of social
positioning according to factors such as gender, ethnicity and social class.

With regard to implications for future research, we conclude that the field of ABE methods of
leadership development would benefit from more research that:

i. includes in its design robust methods of assessing the effects on participants, especially
effects on subsequent leadership practice
i. takes alongitudinal approach to studying impact
ii. reports its research methods and analysis in sufficient detail to evidence claims about
impact
iv.  explores issues of power and inequalities and the effects of social positioning according
to factors such as gender, ethnicity and social class
v. explains and critically explores facpahtstator
for example), expertise and experience, and implications of these factors for the
process and outcomes of ABE methods
vi.  explicitly and critically explores constructions of leadership that are promoted through
ABE methods and gives more attention to theorising leadership development
vii.  investigates how varying designs of ABE methods might better or further serve
developing the capabilities of non-positional as well as positional leaders for practising
collaborative and distributed leadership

With regard to implications for leadership development practice, we conclude that ABE methods
have a capacity to nurture leadership development by:

i.  enhancing capabilities such as
a) relational sensitivity i that is, increasing emotional sensitivity, willingness to engage
with and be receptive to others and motivation to foster positive relationships
b) skills in listening and noticing
c) coping with unfamiliarity and complexity, through increased understanding (of their
selves, complexity and how to cope, for example) or motivation (to deal with
complexity and take responsibility, for example)

ii. fostering alternative and challenging forms of learning by, for example
a) providing an alternative leadership development route in which planned activities of
noticing and reflection are used to support analysis and critique, leading to
openness to new ideas and to challenging pre-conceived ideas and accepted
solutions



b) being used to develop an alternative language of leadership, teaching, pedagogy
and so on, which supports different understandings of success outside traditional,
numeric, outcomes-based approaches

c) devel oping ABE met hodsé potential to all ow
understanding of webs of power and their impact, fostering the surfacing of
affordances and barriers to leadership development

d) supporting the design of self-review activities which support the articulation of
authentic values and honour individuals, leading to tailored, individual, leadership
development programmes which challenge the notion of leadership types

enhancing the ability to be pro-active and innovative and take an active part in
distributed leadership, by increasing capabilities (such as relational sensitivity),
appreciation of leadership as an emergent, relational process, and self-awareness in
the context of leadership practice

On processes, ABE methods require:

Vi.
Vii.

Viil.

accomplished and effective facilitation

clear understanding by participants of the purpose of ABE activity

ethical approaches which create a sense of secure space for participants to connect
and interact with others, experiment and make sense of ABE approaches and their
impact

facilitation of playful participation

activation of self-learning by participants

experiential learning through being and doing, not just thinking and cognitive learning

being aware of, and responsive and adaptable
methods
being aware of, and responsive and adaptable

ABE methods may serve these




2. Introduction

This literature review is one of five
complementary reviews contributing to the
Erasmus+ ENABLES project (European Arts-
Based Development of Distributed Leadership
and Innovation in Schools) and has been
conducted by the University of Hertfordshire
(UK) ENABLES team.

The ENABLES project aims to strengthen the
collaborative and distributed leadership of
innovation in schools by developing and
disseminating innovative methods of arts-
based and embodied leadership development.
Leadership that is collaborative and distributed
is practised by positional leaders (those in a
formal leadership position) and non-positional
leaders (those not occupying a formal
leadership position) (Frost, 2019; Woods &
Roberts, 2018).

The project partners comprise:

1 University of Hertfordshire (UK) (co-
ordinating institution)

1 University of Jyvaskyla (Finland)

1 Institute of Lifelong Learning and Culture
«VITAE» (Latvia)

1 University of Innsbruck (Austria)

i Alexandru |l oan Cuza
(Romania).

Further information on the project is available
on this web page:
https://www.herts.ac.uk/cel/enables-arts-
based-and-embodied-leadership-development

Each of the ENABLES partners is conducting a
literature review on complementary aspects of
arts-based and embodied (ABE) methods of
leadership development. The reviews by
Austria, Finland, Latvia and Romania focus on
particular types of ABE (Table 1). The review
described in this report, conducted by the UK
team, took a more general approach. It was
not limited to any particular type of ABE,
seeking out any studies that researched arts-

based methods of leadership development
(which might include one or more of any arts-
based activity), and included embodied
methods of leadership development. To be
included in the review, a publication had to
report research into the use of ABE methods
for leadership development and offer
knowledge on how such methods affect
leadership development. Further details of the
method of selection are given in section 3.

Table 1: Literature review focus relating to
leadership development

Partner Focus

Austria vignettes, narrative and design
thinking

Finland visual arts

Latvia performance arts and drama

Romania creative writing and expression

UK arts-based activities (unspecified) and
embodied methods

The five reviews will be brought together to
form a Knowledge Platform - a state-of-the-art
systematic review of existing research
literature on ABE methods of leadership

Un ideveloprgent; vy | | a Hi

The intention is that this Knowledge Platform will:

1 provide a knowledge foundation for the
project, giving partners a shared knowledge
of ABE methods which can be applied to
strengthening collaborative and distributed
leadership in schools

1 make an innovative contribution to the field
of ABE leadership development which can
be used by practitioners, policy actors and
researchers across Europe and globally

1 give further depth and context to other
project outputs, such as the action research
trials of ABE methods for collaborative and

7 distributed leadership development, which
partners are conducting
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3. Method

3.1 Introduction

In this section we outline the approach taken to
search for and select publications for review.
Details are also provided of the review
process. We begin with an overview of the
search strategy.

3.2 Search strategy

The team established the principles of the
search strategy and any publication chosen for
inclusion in this review had to meet a set of
inclusion criteria which we outline in this
section. The initial search for literature to
review consisted of five steps, with an
additional sixth step added as we proceeded.
There was a very tight focus on literature in the
field of leadership development AND arts-
based and/or embodied learning approaches
(ABE), in the fields of education and business.

Basic inclusion criterion. The first requirement
of any publication to be considered for review
was that it reported research into the use of
ABE methods of leadership development and
offered knowledge concerning whether and
how such methods contribute to leadership
development. We also established search
criteria for the dates of publications, searching
only for publications dated 2000 or after.

The six steps are summarised below.

Step 1
Following an in-depth discussion amongst two of
the authors to determine the specific search

criteria, a systematic search of two databases was

conducted (Education Research Complete and
Business Source Complete). In total, this strategy
resulted in six separate searches, which were
completed in early February 2020.

Inclusion criteria for systematic search. The
inclusion criteria for selection were articulated
as the following key search terms,

combinations of which were searched for in the
TITLE and ABSTRACT:

i arts-based
1 leadership development
1 embodied learning

Upon closer inspection (a reading of the
abstract, for example), a number of
publications were removed. These six
searches yielded 28 results .

Step 2

At the same time as step 1, another team
member conducted a further search of the two
databases mentioned above. The searches
focussed in particular on arts-based
approaches, embodied learning approaches
and leadership development, and were
sourced from the fields of education and
business. These searches yielded 25 results .
At this stage, it was not yet clear whether these
25 were the same as or different from the 28
publications in step 1.

Step 3

One of the UK team conducted a Google
Scholar search in late February 2020 to check
if including the ter ms
O6management 6 woul d
relevant publications. Key terms comprised:

arts-based methods
leadership
management
embodied methods.

=a =4 =4 4

This search yielded 6 results . At this stage, it
was not clear whether these 6 were the same
as or different from the 53 (28+25) from steps
1and 2.

In addition, a number of book chapters and
publications were added, based on team
member sé6 expert

o1

captur
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wetermo e x pert
results were found this way.

These three strategies yielded an initial list of
68 results (28+25+6+9). At this stage, we did
not know if they were all different publications.

Step 4

Early in March 2020, the list of 68 publications
was interrogated for duplicates;16 were found.
The resulting list of 52 publications was
circulated to the project team for feedback and
agreement, against the inclusion criteria.

Step 5

In response to a final call to the team for any
additional publications, based on their expert
knowledge, 11 more publications were
suggested for review. These were
subsequently interrogated in mid-March 2020
against the basic inclusion criterion and the
inclusion criteria for systematic search (arts
based / embodied learning / leadership
development, as outlined in step 1); of the 11,
three publications were added to the final list
for circulation, making a total of 55

publications .

Publications were then allocated amongst the
six team members on a random basis, with the
exception that some members opted to review
publications in their possession (books, book
chapters). A proforma template was created
and circulated to the team with instructions for
completing the review. The headings in the
columns indicate what we were looking for in
the review process and provided a clear and
consistent framework within which team
members were to review the publications.
Beyond noting items such as authors, titles
and type of publication, other headings
included:

aims

methods

theory

key terms
relevant findings
validity

= =4 4 —a -8 A

acAfutherBati on.
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% generalisability
1 significance
1 emerging themes

A copy of the review template can be found in
the Appendix.

Step 6

In early April 2020, as the process of review
was underway and a more detailed reading
was undertaken, a number of publications
were deemed not to meet the inclusion criteria.
Furthermore, some additional publications
were suggested for review as a result of the
reviewing process itself. Seven publications
were added to the list as a result. During the
review process, two publications were not
accessible, so were removed. One publication
turned out to be a duplicate. A further nine
publications were deemed not focussed
enough on the connection between ABE and
leadership development.

The final total for systematic review was 50
publications , with publication dates ranging
from 2004 to 2019.

The following sub-sections outline the types of
publications, the review process itself, the ABE
approaches and the research methods used.

3.3 Types of publications

The table below demonstrates a culmination of
the strategic search approach detailed above
and outlines the types of publications
reviewed; the majority of the papers were
empirical studies.

Table 2: Types of publications

Type No. Detail

Conceptual 14 | conceptual and theoretical; non-
empirical

Empirical 30 | for research methods, see separate
table

Other 6 | 3 literature reviews
essay
professional association magazine
thought-piece

Total 50




3.4 Review Process

Here we outline the process we took to
analyse the review of the selected 50
publications, before moving on to discuss in
section 3.5 what we found in terms of themes
relevant to arts-based and embodied learning
(ABE) approaches to leadership development.

In May 2020, team members submitted their
completed reviews to two of the authors who
subsequently designed and undertook the
analysis of the reviewed publications.

The process included in-depth discussions
which went to-and-fro between the two team
members, to reach a finer conceptualisation of
the themes that were emerging. Each review
was forensically explored, using four different
analytical lenses. For ease, these lenses were
colour-coded as follows:

9 processes (red)

9 outcomes in terms of a change in people
(green)

9 outcomes in terms of a change in practice
(blue)

9 strength of connection between ABE and
leadership development (brown)

The four lenses provided a clear focus for the
analytical process. The list of reviews was
divided between two team members, who used
the results of this colour-coded thematic
analysis to produce a draft report.

The analytical approach involved a process of
synthesising the reviews into categories and
possible themes; the authors shared with each
other their tabular and creative approaches to
bring those themes together for presentation in
this report.

11

Figure 1: Examples of tabular and creative
approaches to analysis

In June 2020, the draft themes, conclusions
and account of the review were examined by
the rest of the team who proposed
refinements, amendments and additions that
fed into the final version of the report.

3.5 Types of ABE methods

The review process allowed us to identify the
types of arts-based and embodied learning
(ABE) approaches which featured in the
literature. Table 3 provides an overview of the
methods and approaches used, with just over
half featuring arts-based approaches (n=26,
including music), and just under half using
embodied learning approaches (n=21,
including dance and performance). Three
publications had a combined focus on arts-
based and embodied methods.



Table 3: Types of ABE methods

Type No. Detail

General 8 | 6 - no specific detail provided or
Arts -Based a mix of methods
Methods 17 mention of collage
(ABM) 17 mix of photography, theatre,
sculpture
Craft-based 3 | 17 clay sculpture
17 doll-making
17 mask-making
Art-based 4 | 17 drawing
17 painting

171 studio-based arts
17 visual arts

Narrative - 2 | 11 poem-houses and collage
creative 17 touchstone and storytelling
Music 9 | 31 music type not specified
61 choral conducting
Embodied 13 | 10 - no specific detail provided

17 movement improvisation
17 bodily movement
17 martial art (aikido)

Dance and 8 | 3i dance

performance 21 theatre | improvisation

methods 17 dance and social presencing
theatre

17 method acting
171 aesthetic drama

ABM and 3 | No specific detail provided
embodied

combined

Total 50

3.6 Types of Research Methods

We report here a summary of our findings in
terms of the methodologies and research
instruments used in the empirical publications
reviewed. Thirty publications were found to be
based on empirical studies, with one
acknowledging that it was not part of a
systematic, rigorous research programme (37)*
and another stating that this publication was
part of a larger case study (10). Twenty-seven
of the studies can be categorised as qualitative
in nature; one was explicitly quantitative (excel
46), one had a mixed methodological approach
(38) and in one case, the methodological

! Numbers in brackets refer to the number of the reviewed
publication, as listed in the appendix.
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approach was unclear but the study was
described as an experiment (49).

In nine of the publications, case study was

mentioned as the underpinning approach, with

one publication usingtheterm6 c omp ar at i v
cases t u (3) and one otherusing6cr i t i cal
cases t u @3).&ction research was the

approach in two studies (12, 15), with one of

those usingtheterm 6 a ¢ t inq@ m(15). y 6

Interviews featured explicitly in seven
publications, with semi-structured interviews
mentioned in four. Skype and/or phone
interviews were an additional approach in two
publications (26, 35). The use of journals
and/or diariestocapturepar ti ci pant s 6
reflections was found in four publications, with
one referring to diaries (24, 7, 16; diaries 7 31).
The use of observation, for example of
workshops or of participants 6 iarc t i(legn 6
40), featured as a method in four publications.
Only two studies explicitly mentioned an
evaluationofp ar t i cexpereemceé ovér the
longer-term (12 months or more: 38, 18).

We noted a lack of methodological detail in
some publications, including little information
on how data were collected or analysed. For
example, in one case we were unable to
establishhowp ar t i ccomnentdwerg
collected (9). It was not always clear who the
participants were, with 20 publications giving
no clear information. However, in 10 studies, it
was clear who was taking part in the research
T e.g. leadership consultants (14), military
advisors (10), MBA students (49) i with five
studies explicitly mentioning the number of
participants (7, 14, 23, 40, 41).

Here we provide illustrative examples from a
publication which clearly outlined its
methodological approach and acknowledged
its limitations (47). This publication
acknowledged the small number of
participants, described the methods used
(observation and interviews) and offered well-



theorised yet appropriately tentative findings.
This allowed us to assess the validity of the
study and assess the evidence and claims of
impact on practice. Another publication,
indicating that a mixed-methods approach was
used (38), also provided a seemingly strong
evidential base for change in participants,
aided by a coherent and thought-through
method. Groups were randomised and there

13

was long-term follow-up. Equally, drop-out
levels and limitations were clearly
acknowledged.

In the next section, we describe in detail the
findings of the review process.




4.1 Introduction

In this section we present the findings of the
review process.

We noted above that the analytical approach
identified four key lenses, through which the
findings were filtered. We report here findings
in sections which reflect these: processes,
outcomes and strength of connection
between ABE and leadership development.
Processes, discussed in section 4.2, is the
term being used to capture what occurred in
the studies, how ABE activities were
facilitated and run, and how participants
reacted. There is also a discussion of the
leadership constructions underpinning the
activities discussed in the publications.

The discussion of outcomes, in section 4.3, is
divided between a focus on outcomes in
terms of a change in people and outcomes in
terms of a change in practice. We complete
our presentation of findings in section 4.4
with an assessment of the strength of
evidence concerning the connection between
ABE and leadership development. We then
move onto implications for further research
and practice in sections 4.5 and 4.6.

Before turning to a discussion of processes,
we draw attention to a noticeable absence.
We outlined above the nature of the empirical
studies and summarised the methodological
approaches taken. Where possible, we report
on the types and numbers of participants
involved. Yet we also note that which we
cannot see in the literature reviewed, which
leads us to recognise an under-
representation of certain groups and a lack of
diversity of cultural perspectives.

We perceive a lack of attention to social,
cultural and power differences such as
gender, ethnicity and positional inequalities.

14

The gender and ethnicity of participants are
insufficiently clear in the majority of
publications, with the exception of just one
publication which takes a particularly critical

approach to the
highlighting the bodily performances of two
leaders in non-traditional roles (40).

We begin the presentation of our findings
with processes.

4.2 Processes

The term processes captures what occurred
in the studies, how ABE activities were
facilitated and run, and how participants
reacted. This section will address both the
features of the ABE activity and what is
activated through the activity. We constructed
a framework (Table 4) in the early stages of
analysing the reviews which provided an
initial scaffolding for completing the analytical
process.

The conceptions of aesthetic awareness and
aesthetic reflexivity in the initial framework
are informed by a range of work (such as
Bologh, 2009; Ewenstein & Whyte, 2007,
Sutherland, 2012). The definitions of
aesthetic awareness and aesthetic reflexivity
are taken from an internal ENABLES project
working paper, 6 Ra t i andhRlah for the

UK ENABLES Action Research Tr i Maly 6 ,
2020.

6nor mso

of



Table 4: Initial framework for analysis of reviews

Eeatures of Facilitation
activity A ABE-related skill and expertise of the facilitator

A how the ABE activity is set up
Collaborative learning

A ABE-related skill and expertise of the facilitator

A includes disruption of power, hierarchy and surfacing knowledge, making learning visible
Play

A includes creative activity, improvisation, making
Leadership construction

A the kind of leadership that the activity is designed to develop
A extent to which aspects conducive to distributed leadership in these constructions are apparent

What is being Aesthetic awareness
activated in the A being appreciative of and sensitive to the aesthetic and capable of learning from this to improve
activity ourselves and our practice

Aesthetic reflexivity

A a process of critical probing reflection that raises and addresses challenging questions concerning
our aesthetic experience and awareness, including assumptions we may hold

4.2.1 Features of the ABE activities

By activities, we mean the event in which expertise and facilitation as especially
arts-based or embodied learning approaches important.
were used for the purpose of leadership
development, and the actions, interactions In other studies, it was course leaders (for
and experiences designed into the event. As example on university-based management
well as o6éeventd, the | i tceurses)who desigmel and ked tkeactivitiest er t o
6i nterventiond, o6wor ks holpedmethasl sfdasilgation also diffefed o r
6programme(s) 6. We not e dbetaeen studigs iwidhsome madals more in
the importance of the facilitation of the activity line with transmission models of learning (in
and the role of playfulness in the creative which the focus appears to be on the
process. We also address in this section the acquisition of knowledge, or a particular skill
themes of connecting and learning from or technique). Others seemed to be driven
bodily experience. Finally, we turn to more by transformative learning theory.
attention, which includes awareness, and Transmission models tend to focus more on
reflection as features of activities. 6doi ng6 trenafarmeative ledarning on
Obeingdéd a | eader.
The framing and facilitation of the activity are
deemed in 13 publications to be key What is clear is that good facilitation (which
determining factors in the relative success of includes the setting up and running of the
the activity. One study (46) offers the notion activity, consideration of the methods and
of aesthetic workspaces as the context for materials used, the approach to evaluating
the activity. A number of the activities were the impact of the activity, etc.) helps support
|l ed by O6experts in the fpiaerltdioéc ispuacnht sasi n a process
professional dancers and artists (e.g. 6, 37). through the experience of discomfort created
It is difficult to discern whether the leading through engaging with ABE approaches.
roles of those experts in the studies meant
the studies were more likely to rate their Unfamiliarity with the methods and/or

materials used in the activity may make some
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participants reluctanttoe ngage; a 06go

sitdation. We position it in contrast with

facilitator i s3lphel e t o Oresistanbewrrigidite 6  (

process and any resulting learning
experience by creating a safe space in which
participants can allow themselves to feel
exposed and vulnerable. Indeed, reluctance
to engage was seen by some participants in
some studies as a barrier to participation;
receptivity, readiness and responsiveness
were all highlighted as factors required when
engaging in a process which may be
unfamiliar.

In nine publications we found the notion of
play i or playfulness i highlighted, where it is
associated with the ability to improvise and
be spontaneous in a safe space (e.g. 21, 31).
Exploring through play and the idea of
innovation and playfulness at work is a
feature in a number of publications (e.g. 12,
17, 33 and in particular 31). One publication
reported the following, first from a participant,
then a facilitator:

The activity was funé do
something silly relieves the

atmosphere and frees the mind. (31,

p264)

[the activity] opened the
minds to appreciate personal creativity
and to see the potential in allowing for
fun and playfulness at work. (31, p267)

Playfulness is not an attribute immediately or
traditionally associated with leadership,

although occasionally a sefise of play,

laughter and fun at (@herkokvski, 2018,
p.6dJand Ohaving a good se
pl ayful ness (Day2004hpud® ur 0
are highlighted in the literature as positive
attributes of leadership. Being playful

requires, perhaps, a certain level of disruption

T or a willingness to break with established
patterns of behaving, thinking and relating

which can be encouraged through ABE
approaches. We are taking playfulness to

mean the ability to improvise and be playful

when faced with a new and unfamiliar
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Table 3 in section 3.5 shows the range of
ABE methods and approaches used. These
activities often allow participants to engage
physically and to have agency in the creative
process (Roberts & Woods, 2018), in the
form of making, doing, exploring, rehearsing,
creating, envisioning, evoking, imagining,
improvising. The notion of making can be
found in 13 of the publications. For example,
in one study mask-making is part of the
process of sense-making (19). In other
studies, the processes of making allowed the
expression of more refined perceptual
distinctions (42, 36).

Some of these activities were undertaken
alone, others in collaboration with other
participants. The act of creative collaborating
was a particular feature in some activities and
the sense of connecting with others is a
theme in 17 publications. For example, one
study (31) highlighted how an ABE approach
allowed participants to appreciate not only
their own personal creativity but to also
engage collectively. The study, using a

magtifall @r& %pRrPasc%M), introduced the

notion of O6leading througt

which participants (in this case, aikido

practitioners)-esdladgaged

synchronizingo(p73).

A sense of connection with oneself and with
others is associated with empathy,
compassion and resonance (e.g. 15, 21), and
is featuredeither implicitly or explicitly in 17
articles. In one study (4) connectedness and
synchronicity seem to emerge from the
experiential learning associated with a
particular embodied learning approach
(aikido).

In contrast, a different study (49) suggests
participants feel disconnected from their
thinking, from their self and their body when
engaging in a more traditional, formal
approach to leadership learning:

n



Embodied knowledge was enriched and
evoked to support emergent
coordination amongst the students
(involved in the ABE activity) compared
to a disconnectedness amongst
students in a formal-directive way of
coordination. (49, p47; our parentheses)

In the more formal learning setting, a
connection could be seen between
participants and the choreographer, for
example, but not between participants
themselves. This theme of connection
incorporates the sense of connecting with

0 n ebddy, feelings, emotions and thoughts.
In one study, coaching provided the space for
connecting and reflecting (18). In another
study, first separating and then connecting or
dlending the intellectual and the emotiona | 6
(34, p47) in a training context allowed a more
holistic understanding of self and others to
emerge.

Approximately half of the activities featured in
the publications involved some form of
physical movement, with 22 emphasising
learning from bodily experiences. For
example, one paper (45) outlined how
participants learn about their body and
discover new bodily experiences through
using their body. The study suggests:

Dance exercises are fertile occasions
in which managers place their own
bodies in focal awareness and thus
may get more detailed experiences of
the body, which they may use to
develop their acts of knowing and
doing. (45, p108)

However:

€ itis not possible to fully predict the
consequences of adopting particular
bodily experiences to achieve skilful
knowing and doing in our management
practice. It is important for facilitators
to support such discovery. (45, p108)

The second point supports the idea that
learning is a discovery and reinforces the
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need for skilful and supportive facilitation,
which we raised earlier. The study also offers
a critical position on the role of post-activity
(spoken) reflection:

We have made some critical remarks
about the common practice of using
reflective conversations as a means to
extract learning from the experience of
the dance exercises. (45, p108)

The suggestion made in the study is that
resorting to talking about learning, rather than
staying with the bodily experience, may in

fact limit the learning potential. The point

about staying with the bodily experience is

al so an alternative to
reflection in written form, using as some

studies do (section 3.6) journals and/or

diaries for example. The notion of learning

being identified through physical experiences
features in other publications too (e.g. 37).
Somatic experiences and embodied

knowledge are seen as key elements of the
sense-making processes in 10 papers, with

the mind and body working together to create
sensuous knowledge (e.g. 10, 17, 26, 36).

This is referred to in the literature as a

6t apping i mareepticngamd uo us

cary

e mot i(26npds) or Gurfacingborét ur-ni ng

onbe mbodi ed k82 pbl)elmaopes 6 (
publication, the i
bodily experi 4ppdd8)s 6 i s

Awareness of self and others also features in
many publications (n=19), with reference to
the relational, situational, social, emotional
and aesthetic dimensions of awareness. We
entitled this theme attention and assigned 19
publications to that theme. The idea of paying
attention to oneself and others is associated
in the literature with active listening, attention
to sensory templates (43), self-awareness
and introspection (19) as well as an
awareness of what is occurring in a relational
space (4). There is a close relationship
between this idea of attention or awareness,
and reflection, to which we turn.

mportanc

not



Reflection was a theme that we identified in
almost half (n=24) of the publications. In
some publications, reflection was more
implied in concepts such as sense-making or
contemplation. Reflection and reflexivity were
found to be a key aspect of the learning
process. In summary, we take reflection, and
the associated idea of reflexivity, to be
referring to a process that allows participants
to view things differently i for example, to

thinking. | was way out of my element
in this course, but it truly opened new
ways of seeing and learning. (34,
p83, our emphasis)

Reflection at its simplest can perhaps be
understood as taking the attention noted
above a step further by questioning how one
attends to what one sees. In this way,
reflection is more involved than, but builds
upon, attention.

recollect lived experience (21), reflect on

different perspectives and viewpoints (31),
and reflect on ways of seeing (34):

| have a certain way of approaching
things that are deeply embedded in my

In this section we have looked at a range of
features of activities, as one aspect of
processes. The table below summarises the
findings relating to features.

Table 5: Features of the activity

No. of lllustrative examples
Theme L
publications
13 reliance on skill of facilitator (24, 48); good facilitation to ensure learning (13); facilitator
is key (9, 16, 26, 37); role of facilitator authorising process (31); experience and (arts-
Facilitation based) expertise of course designers and facilitators (6, 36 1 implied; 37)
setting-up / framing of the workshop/intervention (11)
9 improvisation and spontaneity in a safe space (21); playfulness in aesthetic drama (in
Play / safe space) (17)
playfulness embodied and emotional aspects of play (9); playfulness, fun, exploring, innovation,
playfulness at work (31)
13 sense-making through doing (making) (36); process of making and link to expressing
perceptual distinctions (42)
Making self-created choreographic work (50)
poem houses (15); mask-making (19); doll-making (12); clay sculpture, (reluctance)
(18); drawing (developmental readiness, resistance) (11)
17 sense-making through body and mind, empathetic communication (21); making and
expressing more refined perceptual distinctions (42); tapping into sensuous awareness
(26); considering somatic experience and manipulation of the body (10); felt meaning
Connecting (37); intellect and emotion, intentional observation, holistic understanding (34)
body,
feeling, exploring different perspectives, understanding complexity (of innovation), appreciation
emotion of personal creativity (31); interconnected nexus, open-ended synchronizing, leading
and through connecting (4)
intellect
emotions of leadership, coaching as a space for reflection (18)
evocative nature of music (7)
Learning 22 learning from body experience, body and mind working together to provide a source of
from body leadership (gestural leadership) (3)
experience
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No. of Illustrative examples

Theme L
publications

considering the somatic experience and manipulation of the body (10); sense-making

through body and mind (21); engaging with somatic cues (30); noticing bodily sensing

(17); sense-making through doing, transforming and understanding (36); identifying

learning through physical experiences (37); new bodily experiences discovered through

use (45); bodily responses, somatic experience, adaptability and responsiveness (49)

defamiliarisation and re-framing, embodied performance, tapping into sensuous
awareness (26); discomfort and disruption of embodied and emotional aspects of play

9)

turning on embodied knowledge (32); embodied experience as the body of knowledge
(39); bodily movement, gestures, posture, presence (40)

19 social presencing, aesthetic awareness (32); self-awareness and introspection (19);
awareness of what is occurring, synchronizing (4)

making and expressing more refined perceptual distinctions (42); de-familiarisation and
re-framing (learning) (26); what we notice, what we see, what patterns we emphasise
and which we ignore (1)

Attention

appreciation of personal creativity (31)

24 recollection of lived experience (21); reflecting on learning, over time (37); reflecting on
different perspectives and viewpoints (as part of learning collaboratively) (31); reflecting
Reflection on ways of seeing, holistic understanding (34)

aesthetic reflexivity (46); reflexivity and aesthetic agency (45)

We now move on to present findings of what a simple, linear cause and effect relationship
was activated in the ABE activity. between the features of the activity and what
is activated within and between the

participants.
4.2.2. What is activated in the ABE

activity Attention and reflection are key themes in
this literature as they feature in 24 and 19
What is activated in the activity refers to what publications respectively. We say more here
occurs within and between participants as about these themes as aspects of what is
the activity and its features unfold. The activated amongst participants as they take
interconnections in this process are complex. part in and engage with activities and their
For example, in the section above, reflection features. Attention and reflection include
and attention were outlined as features of attention t oin-use@3d,s otnheedosr i ¢
the activity. In other respects, however, they use of metaphor (29, 47) and the practice of
can also be seen as processes which are introspection (19) and contemplation (48).
activated as an activity unfolds. There is not They can also involve critical thinking and
a clear delineation in practice as a disruption. An awareness of self and others
participant engages with the features of an can be heightened through the activation of
activity. Activations occur in a process of sensitivities to Gomatic cues, 6.g. B0. This
perpetual motion. We can make a distinction is also referred to in the literature as
between features and what is activated for sensuous awareness (e.g. 26). Attention and
the purpose of analysis and better reflection include attending to our bodily
understanding of the complex processes experiences and reflecting on how we view

involved. But we should note that there is not
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these and what we can learn from them.
One study (30) suggests that a somatic
sense of self can
a ut he n(p6#)cln relagidn to leadership
capacity, this study posits further that
engaging with somatic cues can help leaders
perform leadership as an authentic
experience. Elsewhere, there is reference to
t he
activating - embodied knowledge which in
turn may unlock innovation, creativity and
intelligence.

Discomfort can also be activated, for example
through feeling unsettled about, and
unfamiliar with, the type or nature of the
activity. The process of challenging norms
and assumptions (for example associated
with particular constructions of leadership)
can cause discomfort. A critical engagement
with taken-for-granted knowledge features in
five publications (1, 22, 47, 50 and in
particular 33). The process of making a
leadership touchstone and then sharing the
story embodied within the touchstone allowed
participants to appreciate aesthetic
knowledge and to challenge dominant forms
of knowing (33). The danger of neglecting i
or not seeing 1 certain types of knowledge is
also highlighted:

Without aesthetics, management
education runs the aesthetic risk of
neglecting or otherwise taking for
granted important aspects of both
organizational and classroom
experiences. (33, p301)

Discomfort was also activated in relation to
the type of ABE approach taken in the
activities. Some participants noted a
disruptive discomfort which manifested
through the embodied and emotional aspects
of play (9). Reluctance to engage with clay
sculpting was noted in one paper (18). The
notion of resistance and a lack of readiness
to engage in drawing was also noted (11).
Elsewhere, drawing has been seen to be
challenging for some, with other arts-based

noti ormn@2 p6d)t-ur ni ng
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methods being found to free participants from
the challenge of drawing. Methods other than

act i v adrawinganayehablé garticipants so@xpress

themselves in a way
percei ved aMWbodds&Rolertsabi | ity
2013, p. 10).

In nearly half of the studies (n=22), the body
was seen as a source of knowledge; the site
for the activation of knowledge. In one study,
the body and mind were deemed to be
working together to provide a source of
leadership, termed gestural leadership (3).
Learning from bodily experiences can be the
result of awareness of self in isolation, but
more often participants were in a relational
space with others; this was highlighted in
section 4.2.1 in relation to creative
collaborating, where we noted that
connection can be a feature of learning in
approaches which adopt arts-based and in
particular embodied methods. Bodily
experiences i also referred to as somatic
experiences (10), somatic cues (30), or
embodied knowledge (32) i can be the basis
of the development of a sensitivity to
aesthetic factors. For example, the process of
doing i in the case of one study, embodied
interpretation captured in the form of a
reflexive sketchbook 1 allowed sense-
making, which in turn activated
transformation and understanding (36).

Thirteen publications make reference to
aesthetics generally and aesthetic knowing
more specifically. We refer to the latter as
aesthetic awareness, by which we mean the
notion of being appreciative of and sensitive
to the aesthetic and capable of learning from
this to improve ourselves and our practice
(Table 4). If understood in this way, aesthetic
awareness featured in 19 publications, for
example in the form of attending to, and
activating, sensory templates (16, 43). One
study referred to the
surfacing of embodied knowledge (32, p164);
an openness to the interrelationship of
cognitive and bodily experience seemed to
allow an activation of aesthetic awareness. In

t hat
















































