Embodied professional Early Childhood Education and Care teaching practices 
Abstract
This chapter discusses the doctoral research process that informed our teaching and learning practices. In recent years, social research has turned its attention to ‘the body’ (Waskul and Vannini, 2016). We consider the implications of such a turn on the ways in which we (re)position ourselves as teachers by reflecting on our experiences of teaching future early years practitioners and teachers. In the first part of the chapter Eva argues that teaching requires a considerable amount of emotional labour that is embodied in her professional practice. She focuses on how her emotions became ‘embodied’ and the ways in which her professional practice/performance has been influenced by her emotions. To demonstrate her subjectification, she used her reflective diary and fieldnotes written over a period of one year which recorded her experiences as a teacher and novice researcher. In the second part of the chapter Sandra reflects on her doctoral study relating to child poverty and how Foucault has informed her ideas of embodiment in relation to her analysis of interviews with early years practitioners and her teaching of child poverty to future early years practitioners and teachers. She draws on examples from both her data analysis and reflective notes on her teaching. 
Context 
As part of our roles as senior lecturers in one of the post 92 higher education institutions, we were asked by the university if we were interested to enrol on the Doctorate in Education (EdD) programme. Since this programme is a high-quality form of Continuing Professional Development (CPD) that enhances the professional practice and expertise of the students who are our future and current early years practitioners/professionals and teachers, we both felt that this was an opportunity to pursue areas of research which are of direct relevance to our practice interests. We are both at the final stage of our doctoral journey and this chapter will demonstrate the ways in which we, as lecturers, shaped our professional practice through our recent experiences. 
Eva’s reflection 
Why is it important to acknowledge teachers’ emotion?
One might rightly ask the question why educators should interest themselves in researching and analysing emotion which has previously been extensively defined and researched by psychologists and sociologists (Harré and Parrott, 1996; Williams, 2001). One of the foremost reasons for doing so is that emotions are involved in many aspects of the teaching and learning process. Dewey (1987:61) states, ‘it is not possible to divide in a vital experience to practical, emotional and intellectual from one another and to set properties of one over against the characteristics of the others.’ Yet, there is little written about the ways in which emotion is embodied in our teaching especially if we take a position that emotions play a central role in the construction of the teacher subjectivity (Zembylas, 2005). Based on the understanding that there is a link between subjectivity and emotion where emotion is acting as discursive practices which are relational to power, then it is possible to demonstrate that emotion is embodied into our teaching practices. 
To demonstrate the ways in which emotion is embodied in my teaching, I will draw on my reflective diary and field notes about my experiences as a teacher and novice researcher which were written over a period of one year. Initially, these notes were written to inform my doctoral research in terms of data analysis and ‘meaning making’ (Davies and Gannon, 2011; Osgood, 2012; Stanley, 2013), to find a way of capturing and presenting my participants’ voice in my research. After re-reading my notes, it become apparent that they were an extremely useful collection of information that informed my teaching, as well as the research and analysis process. 
The ‘Notes’ 
To demonstrate that emotions are embodied in our teaching, I will analyse two quotes I have written in my reflective diary. The notes that reflect on my teaching, can be grouped into two collections, which are based on my personal experiences and on professional practice. The first quote reflects my ever-changing and sometimes contradictory thoughts of the social world that intersects with my personal experiences and teaching practices. The second quote is written about my teaching experiences. Not only did I record my emotional engagement with the delivery of the topics, but I also added some emotional reactions of a group of students (positive and negative) on certain activities I have designed. 
The intersection of my personal experiences and teaching practices
About 15% of students I teach have children. I recognised from my own experience as a student mother in the late 1990s, what a difficult and emotionally engaging journey being a mother/parent whilst studying can be. I wrote: 
“Interviewing early years practitioners who are mothers and also students, made me review my own experience as a student mother. I remember that I was in constant race with time and struggled to find childcare. The feeling of guilt evoked with the feeling of having done my own mothering inadequately by leaving my children in the care of my neighbours and extended family. Unconsciously, I have developed a deep empathy towards student mothers which manifested in me being more lenient with their attendance and submission deadlines.”  (Diary, 2016)

This quote indicates that my own experience as a mature student mother, has an impact on the ways in which I have adapted my teaching to a certain group of students. While this approach initially was unconscious, it became more explicit through my reflective diary which made me think about it in more depth. The personalised teaching approach is not new, but by doing the doctoral research, the ways in which I see teachers professional work has been significantly affected. Through my understanding of the discursive ‘self’, the importance of making the teacher’s positionality explicit in their work, rather than pretending to be neutral and objective is essential in the process of subjectification. The recognition that my past experiences are deeply embodied into my professional practices gave me new ways of understanding of my profession. 
Reflection on a case that influenced  my teaching practice
Firstly, it is important to be explicit about who I am and where I am located in relation to my teaching in order to fully understand the next reflection. I am White but I am not White British as were the large majority of my students. I was born and raised in Yugoslavia by Hungarian parents, therefore I grow up in a multicultural context.  At the beginning of the Yugoslavian war in 1992, I came to live and work in the UK.  I have been involved teaching in Higher Education for over a decade mainly teaching on Early Childhood Education and Care programmes.  
After a teaching session involving an undergraduate group of fifty female students, studying on an Early Childhood programme, I reflected on the ways in which I positioned myself as a teacher. In this particular instance, I struggled to capture the attention of the whole group. Some individuals refused to participate in the activity I have designed, and when challenged, I received some feedback which made an impact on the process of my subjectification/ identity shaping.  
I recorded my feelings about a comment I received as they were about my accent and grammar. After more than ten years in the teaching profession, this particular experience has inevitably impacted my teaching practices. I have analysed the ways in which my emotions are embedded while I teach but also the ways in which the tacit becomes explicit. I wrote: 
I see myself as sensitive and responsive to the needs of students, as well as professional, reasonable and equitable. Yet, in my classroom practice I fall into an old power trap where – for diverse reasons - I tend to interact more with those who have ‘sparks’ in their eyes, and also with the ones who are willing to be active/participative. Although I have the power to select student(s) to participate in discussion, my authority is tenuous and depends on the willing subjection of students, to the classroom dynamics and to the disciplinary regimes of the university. Yet four students refuses the subjection of the university, and adopt authority in the class by ‘invading’ my space, the very space they are not authorized to be I initially felt (Diary, 2016) 
How can this reflective piece be understood? These students felt the need to comment on my accent and grammar. Further comment was made about the high tuition fee, as they felt a different native English-speaking teacher would afford them a better education experience.  
Generally, the individual, in this case the teacher, should be rational and free from emotional experiences.  Despite evidence that emotions have a direct impact on the teaching and learning process (Carlson, 2010; Lawson, 2011), there is considerable evidence in the literature that in higher education emotion has never been fully acknowledged (Perkun et al., 2009; Perkun and Stephens, 2010). Perhaps because emotion is very fluid ‘quick to occur and quick to change’ (Schultz and DeCuir, 2002:125). Within higher education the focus is mainly on student academic achievement with little attention paid to issues of emotion, especially on teachers’ emotion. This is called the ‘affective equality deficit’ (Lynch et al., 2009, p.12) where emotions in education are treated as private matters not sufficient for political debate or empirical survey. Therefore, the teacher (me) should be called a professional who follows a collective dualism, that is to accept and to become indoctrinated into a Higher Education current trend, or rebel against the sometimes-unwritten rules and to deviate from it.  
An important point of this quote from my reflections is that it is written by the competent agentic adult (me) after an event occurred. The question is, how to reflect on the situation in which I am the main actor, who is captured by my own discursive self - my subjectivity. This case highlighted that subjectivity and subjectification is an ongoing, never ending process, that is influenced and shaped by external human interaction. However, this can also take a form of more than ‘human’ engagement with the non-human material world such as a classroom climate where the emotional affects become enacted (Fairchild, 2017). 
The way in which I am positioning myself by reflecting on this particular event, means that my subjectivity is also contradictory. For example, the ‘choices’ that I make to deal with the situation are based on my rational analysis, but my desire may subvert rationality.  Desires are integral to the various discourses through which I am constituted that are not necessarily amenable to change through rational analysis. But my subject positions (where the subject is me as a professional HE teacher), which I take up are made available through a variety of discourses. For example, my initial reaction to the event was based on the migrant rather than the academic. This means that I embodied the migrant teacher positioning which is perceived as more vulnerable in the current and changing post Brexit political climate.  My emotional reaction was not planned nor rationally inspired, but deeply embodied in my migrant subject positioning that is culturally and socially constructed. 
I argue that one subject position is more often made available to ‘white middle class’ than ‘others’, and in this case it was the migrant teacher. The question is how to act upon this concept, as the choices I make and the authority I exercise has been influenced by the comment about native English speaking teacher would afford a particular group of students a better education experience.  
However, the relationship between me, as a teacher and the collective is not to be understood as dualism, but where ‘I’ is to be understood as a discursive construction where the embodied emotions are present, sometimes even visible.  Going back to my original question of ‘Why is it important to acknowledge teachers’ emotion?’ is about recognition of the need to address the complex and fluid issue of emotionality and its embodiment. Currently there is little evidence that supports this growing need as HE’s been seen as emotional-free zone (Leathwood and Read, 2009). Yet some aspects of positive student experiences are based on the passion, enthusiasm and emotional wellbeing of their teachers (Mikuska, 2014). By recognising the place and importance of emotions in HE is a first step to address complex and discursive issues, such as: What can we do to recognise and make space for teachers’ emotions?  How can teachers do this for themselves?  Is there space within institutions to do this? In what ways does this improve the learning experience for students?  

Sandra’s reflection 
My aim in the second half of this chapter is to explore how Foucault ([1975]1996) has informed my ideas of embodiment and how this has shaped both my doctoral research and teaching of early childhood undergraduates. In this section I draw on Wehrle’s (2016) re-reading of Foucault’s concept of embodiment together with Foucault’s notion of regimes of truth as an approach to gain new understandings of child poverty. I reflect on how embodied understandings of child poverty are played out in three examples: my interviews with early years practitioners talking about child poverty; a workshop about child poverty with early childhood undergraduates; and my reflexivity on social mobility.   
My doctoral research relates to early years practitioners’ narratives of child poverty in the UK.  Between November 2015 and May 2016, as part of my research, I interviewed sixteen early years practitioners who were working in early year education and care settings in the south of England about their understandings of child poverty. Alongside my doctoral research I was working full time as a senior lecturer and teaching on early childhood undergraduate programmes. As a researcher, I became increasingly interested in how I could use Foucault’s ideas to help theorise some of the illuminations from my analysis of early year practitioners’ narratives. Part of my study related to identity and understandings of child poverty. Foucault’s concepts of embodiment and regimes of truth provided a useful lens to start looking at these concepts. 
Wehrle’s (2016) re-reading of Foucault’s understanding of embodiment analyses how his ideas developed from viewing the body [or subject] as passively embodying the social norms of society to one which is reflective, critical and self-determining. In Foucault’s earlier work, ‘Discipline and Punish’ (1975[1995]) he presents the body as ‘docile’, one which is subjugated (disciplined) and controlled by institutions, for example, hospitals and schools. The body is subjected to a process of normalization (enforcing of behaviour) within which the practices of society become habituated (part of everyday life). In contrast, Wehrle (2016) argues in Foucault’s later works, such as, his lectures on ‘Hermeneutics of the Subject’ (Foucault, 1982) he sees the body in a different way, as critical and reflective. Reflection is exercised through ‘practices of the self’, being aware and reflecting on our actions and how these are influenced both externally and internally. Rather than seeing Foucault’s two understandings of embodiment in conflict, Wehrle (2016) argues that they are part of a process, firstly, recognising how we have embodied the social norms of society leads secondly, to being open to critical reflection and other ways of seeing and being. 
Foucault’s concept of regimes of truth adds a further layer of understanding to how social norms come to be embodied. According to Foucault (1976, p. 112) ‘each society has its regime of truth’ which produces and sustains power. As MacNaughton (2005, p.35) explains, these are institutionalised ways of understanding which are embodied in how ‘we should think, act and feel towards ourselves and others’ producing inequalities within society. Foucault’s ideas of embodiment and regimes of truth provided me a way of theorising the following:  how early year practitioners understand child poverty; how this has influenced my teaching; and how this has helped me to reflect on myself. These are illustrated within the three examples which follow. 
When analysing the narratives of early years practitioners for my doctoral research I was struck with how understandings of child poverty were presented in different ways. Sometimes these were presented as Foucault’s regimes of truth, reflecting dominant discourses of neoliberalism within the UK. Jones (2014) comments on how neoliberal ideology has become so embedded in UK society, rendering it invisible with no possible alternative. Adopted by Margaret Thatcher, Prime Minister, in the mid 1970s neoliberal policy promoted the free market.  Owen (2015, p.xix and p.184) argues that neoliberalism has privileged the rich at the expense of the poor, ‘slashing taxes on the rich and big business, privatizing and cutting public services, rolling back the welfare state, curtailing workers’ rights, and so on’ and individualised those in poverty by ‘demonizing benefit claimants as scroungers by the British press’.  Sometimes the narratives early year practitioners told me  appeared to embody this view, for example, one practitioner talked about how some parents within the setting were, ‘claiming their benefits and they don’t work typically haven’t ever worked and have no intention of doing so’. 
However, alternative truths were also presented, for example, an early year practitioner, who had experienced homelessness and poverty herself, reflected on how the benefits system presented barriers for parents wanting to get a job. She talked about how parents felt vulnerable about getting a job and coming off benefits, ‘you can totally understand that actually, if I [the parent] go back to work, you know, and have to sign-off the benefits, if it doesn’t work out, I can’t feed my kids.’  This second example opens up possibilities for new understandings and a different truth (Ball, 2015). The parent in this example, rather than being seen as someone who is living off the state and does not want to work, is constructed as a parent who is disadvantaged by the system and desperate to make sure she is providing for her children. 
At the same time as I was immersed in my analysis of the interviews, I was also teaching early childhood undergraduates about child poverty. I was keen to apply Foucault’s ideas to my teaching in order to illuminate regimes of truth and create new ways of understanding and seeing about child poverty. On one occasion I used Foucault’s ideas to provide provocations within a teaching session about child poverty with final year students. I started with a brief discussion about Foucault and his ideas about how regimes of truth can affect how we think, feel and act towards others and perpetuate inequalities within society. I told the students the aim of my session was to contest and disrupt some of the regimes of truth surrounding child poverty. At the end of the session I asked students to personally reflect on how they had been challenged and how they might have encountered new ways of understanding about child poverty.  Afterwards I reflected on the session and more generally on my teaching. Part of my reflection included the student’s discussion of different definitions of poverty. One of the definitions they were given was ‘relative low income’, defined as 60 percent of the current median income and most commonly used when reporting on child poverty levels in both the UK and the European Union (Lansley and Mack, 2015). We had a discussion about the current median income and what would constitute sixty percent of this. On working out an approximate figure, some students declared with surprise that they were either below or very near this income level.   Most were very quick to resist the label ‘poverty’, declaring that they did not see themselves as poor. An intense discussion ensued debating what it meant to be poor with students drawing on their personal and professional experiences of working with young children.  I was interested in the students  initial ‘denial’ of personal poverty and pondered on whether this was a docile acceptance of structural inequalities within society thus rending poverty invisible. However, I concluded that this initial rejection of an income measure of poverty was instead the catalyst for an interesting and rich discussion on what poverty was and how it should be or should not be measured. This was something students were able to reflect on and use to start to question some of the assumptions about child poverty and how it is portrayed. 
Finally, as a teacher, I am becoming more aware of my own embodiment of regimes of truth and how this sits in tension with both my teaching of child poverty and my doctoral research.  As a researcher and lecturer I have both discussed and reflected on social mobility.  During workshops I’ve discussed how neoliberalism suggests that society is a level playing field and anyone can be successful if they work hard. However, statistics suggest the opposite and social mobility is the exception rather than the rule (Social Mobility Commission, 2016). Nevertheless, I am aware that standing in front of the class, I am the embodiment of social mobility, the daughter of working class parents and the first one of my family to ever go to university and become a senior lecturer.  I am not explicit about this with my students and did not make reference to it during my session on child poverty.  Although, I am aware that my physical presence silently contributes to the regime of truth, suggesting that ‘if I can do it then so can you’. At this point the tensions within my own body and roles of lecturer and researcher are painfully illuminated for myself, although the students seem unaware. I take courage from Foucault and remember that by becoming aware and reflecting on my own embodiment of regimes of truth creates possibilities for new ways of seeing and change. I will challenge myself to be more open with the students in future sessions about my own ‘practices of the self’, and how this connects with my ways of seeing and being. Through creating spaces for further critical reflection within the course I hope that opportunities for students to form new ways of being and understanding will be achieved.   

Concluding comments 
While all the discussions and findings about embodiment offer important insights questions still remain. For Eva, the question about emotion and how that is embodied in higher education is still open because of its complexity. For Sandra a question is raised about how she and the practitioners she encountered appear to both simultaneously embody an acceptance and resistance to neoliberal ideology.   For both Sandra and Eva the importance of reflection and awareness of their own embodiment is crucial to understanding the complex relationship of how both emotional labour and regimes of truth influence the multiplicity of their personal, professional and research roles.  Returning to Wehrle (2016) it is through this process of reflection that new ways of being and understanding of how research can inform teaching emerges. 
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