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t is with great pleasure that | share with you, the reader, the first edition of the
second volume of the Conductive College Journal. This is no mean feat. The first
volume published in 2018 was raw and impassioned. In the pre-Covid world in
which we learnt and worked, life perhaps felt simpler and less ‘risky’.
Seven years since the first edition, we are still able to galvanise conductors to write, to
reflect, to research and analyse learning over time. In whichever ways we have been
touched by events since, our determination and confidence to articulate our thoughts,
insights and behaviours have perhaps taken on a new energy and meaning.

Whilst the number of articles in this edition is fewer than previously, we have insights
from newly qualified as well as experienced conductors. These articles reflect the strong
academic basis from which conductors are able to expand their analysis and
interpretation of the theory, whilst positioning themselves strongly within the practice
setting. This takes courage and determination; both a reflection of the motivation that
drives conductors to make a positive difference in the lives of those we work with, as well
as reflecting the concept of the Human Principle which is dependent upon the active
participation of the conductor themselves. These writings are honest, and reflective.

To put in writing your own insights and perceptions, your own reflections on what you
are doing, and your justifications for doing so, leaves you vulnerable. However this
vulnerability also creates space for growth and reflects confidence. Whilst the individual
perceptions highlight these conductor’'s own growth, they also reflect the growth of the
profession. As we know, the individual can only grow within the social context, and the
social context in this instance is us- the body of conductors, connected in some way to
NICE and the Conductive College, and ideally with the PCA; the professional body that
guides learning, development and professional sustainability.

This journal is a ‘gift’ of your own making. Constructed from necessity, and opportunity
(when the UG course was revalidated in 2017), the College Journal became a reality. Since
then, the Conductive College has gone through various ‘highs and lows' however is in
many ways more resilient. With now 3 doctorial lecturers, opportunities to study and
research our profession have perhaps never been better. As these articles demonstrate,
there is a passion for what we do.




This passion reflects not only the philosophy within which we practice, the relational element
at the core of all that we do, but also the cognitive, academic desire to understand more fully
what we are doing and why, in the context not only of the learner, but also ourselves as
individuals, part of the professional ‘body’. This edition presents these realities; each article
has a different focus, whilst reflecting the passions, and experiences of those writing. In the
context of professional development, the journey from novice to expert and beyond is clearly
evident.

These are key ingredients if a profession is to develop. One aim of this journal is to create a
safe space for conductors to write and share their learning, but also to expand the body of
knowledge so that we can learn from, and with each other. | trust this edition will help
strengthen your confidence and passion for what you do, but also strengthen your identity as
a conductor.

The Conductive College has a ‘seat’ on the PCA Committee, and so this journal is another way
in which the relationship can be strengthened, and in which you can make an impact on the
next generation of conductors- by sharing, but also by contributing to the content!

Dr- Thoroga Kinvartfoyy

Autumn 2025




The power of theory as a tool for
development

Introduction

“I will continue to learn and with the continued support of my mentors | can achieve
anything | put my mind to.”

This was how | bookmarked my three years of studying to become a conductor. A
journey that saw me grow as a person and allowed me to find a career that | am truly
passionate about. This following article reflects the new experiences have had since
starting to “write” as a newly qualified conductor (NQC) and how | have begun to find
my identity in this role.

Being comfortable with being
uncomfortable:; student to conductor

As | ended my three years of training, | really felt my passion for conductive education
becoming stronger than ever and | felt ready to finally say aloud that 'l am a conductor".
However, all | had ever known was conductive education from a student’s perspective. |
definitely felt this stark contrast as began my new role in September 2024; | remember
how surreal it felt to introduce myself as a conductor, the feeling that | had achieved
everything | had been working towards for the last three years. But | could not shake
the feeling of worry, the worry of not achieving all the things | wanted as a conductor,
the worry | was not going to make an impact, the worry that | would not settle into the
role.

All of these thoughts | feel are normal and not something to shy away from. Although it
bothered me in the beginning, | knew | wanted to get to the root cause of why | was
feeling like this and to finally let go of the student mindset and truly feel like a
conductor.



If you asked me why finding my conductor identity is so important to me, | would
probably say because | am adjusting to working full time, understanding my wider role
and taking time to settle in, the list could go on, but being truthful | think the reason
behind this is down to confidence. | spent so much of my training dedicated to learning
as much as | could and developing my confidence as a student and working towards
one set goal, becoming a conductor. This meant that as soon as | was ready to step into
the goal | had worked so hard to achieve, everything became unfamiliar to me. Which
was unsettling, if anybody knows me personally, then this will come as no surprise as
change can often make me feel a sense of panic. However, | do feel that during my
training | became a lot better with dealing with change and understanding how to
manage it. Part of this process was finding a huge interest in Carol Dweck’s mindset
theory. | owe a great deal of my growth and... my assignments too, to her insights.
Dweck’'s mindset theory is all about the way you see challenge and your ability to frame
it differently. The individual with a growth mindset is able to perceive growth in
challenge and the learning to be had within it, “ the growth mindset is a starting point
for change” says Dweck (2017). In contrast, the individual with a fixed mindset is more
likely to perceive challenge or failure as definitive.

Dweck’s theory was not my first thought when starting my new role, however | have
realised that | can continue to apply my own growth mindset to my work as a
conductor. For me, the thing with finding this theory was that | was able to keep going
back to it to help me solve and work through the next challenge, as if it is a bookmark.
Linking it to my understanding of Vygotsky's theories around potential and learning,
the idea that with scaffolding and support it is possible to continue learning, the
concept of the Zone of Proximal Development created opportunity to perceive learning
as limitless (Derry, 2013). In my context, Dweck’s theory acted as my scaffolding and is
helping me to settle into developing my role as a conductor.

Growth mindset as a
conductor:

You may be wondering why Dweck’s theory is relevant to me. Well, it all started with
recognising the difference between the two mindsets; ‘growth and fixed'. However, it
was not just the revelation of what made a growth mindset so different from a fixed
mindset, it was actually Dweck’s phrase ‘not yet’ that perhaps resonated more with me.
Dweck’s (2017) phrase “not yet” reiterates the importance of not seeing challenge as a
definitive barrier, rather seeing your goal as an inevitable possibility.




“Not yet” provides clarity that you may not be where you are now, but in time, you will
be. This phrase completely revolutionised my way of seeing times that were
challenging. It unlocked the idea that even if something was not going how | had
planned, it was still achievable. | find this a particular source of comfort and even now
when | am not facing exams and assignments, there are still parts of being a conductor
that are hard and using this phrase reminds me that those times are temporary and |
will get where | want to be.

The irony in this is that all my time as a student | was working towards being a
conductor and | had, at last, reached that point. That momentary relief was great but of
course being on the other side now, there are still things that are challenging. Which is
why it is important to reflect on this transition and why | still use Dweck’s mindset
theory. Using a theory can sound academic and deeply philosophical, but for me,
Dweck’s theory is a huge comfort and for someone that likes reassurance, it helps. | use
Dweck’s theory all the time, when leading and an idea | had for a group does not work, |
have to remind myself that this challenge is a learning curve and not a failure. When |
want to develop my manual facilitation with a particular group, | have to remind myself
of the time and dedication it takes to change these things and that it is not an overnight
fix. Admittedly this is not easy, and | find myself occasionally reverting back into a fixed
mindset perspective. Which can mean feeling defeated or frustrated, which | would
argue is not a bad thing and sometimes these situations just remind me that | need to
change my perspective. Knowing about Dweck’s theory means that | am able to spot
these situations and overcome them, but it is not easy and definitely takes time. There
are situations that you deal with as a conductor that you do not as a student and
therefore it is a challenge to navigate these with no prior experience. These are the
situations everybody experiences, and they are hugely important, and you cannot rely
on other people for. However, applying Dweck’s theory gives me the confidence to have
a go at new things and to not shy away. It is something | feel | can fall back on and
know that it will give me the right way of looking at something, even if sometimes my
first thought is to not bother, | know that there is a way through it and if nothing else,
an opportunity to learn from it. The reality of being an NQC is that you are in a huge
transitional period and one | do not think there is much documented about, largely
because it is so unique to everybody. But | do think it is a time that is crucial in a
conductors work and can really shape who and what you do as a conductor. | know
that without Dweck’s theory and being able to frame things more positively | would
definitely have found this transition much harder. | would not have pushed myself and

| would have shied away from the new challenges and experiences. Instead, it has
motivated me to try and to make my hard work as a student worthwhile and to make
those first ripples in my conductor career. Using a theory is not for everyone but | think
talking about this transition is important and especially as it is something that all
conductors have gone through and future conductors will experience.




‘Facilitating’ my identity:

Identity is often defined as a fact of being or a sense of self (Fitzgerald, 2020), for me,
identity is a sense of purpose and moreover, it is the embodiment of something.
Finding your voice and personality as a conductor is something | feel you spend a long
time developing and a process that continues long after you qualify. This identity is
something | feel passionately about and the transition from a student to a newly
qualified conductor really highlighted this for me. As a student, especially towards the
end of your studying, you become comfortable with the parameters that are set,
whether this is your assignments, the groups you are leading and the feedback given. |
found it was incredibly hard to not just identify as a student, after all, | had been
consumed by this for three years. But | always remember being corrected about this as
a student, and encouraged to ‘own’ my conductor identity and mindset, however
challenging it felt. | tried to separate the two but now that | have qualified, it has taken
time to separate myself from that student mindset and accept becoming a conductor.
Accepting the role has been challenging because it requires having confidence in your
skills and ability and after being a student this can be hard. As a student you have a
safety blanket of “I am a student” which we may all be guilty of thinking. You become
accustomed to these ways and for me especially, | was happy in this environment, it
was safe yet challenging. Stepping away from this familiarity to become an NQC
definitely changed my perspective and made it evident that | had a long way to go in
terms of finding my conductor identity. But after those three years finish, and you are
no longer a student, these situations are real. | had to develop confidence in order to
justify my reasons and decisions. To make this change quickly is not easy and perhaps
is why establishing this conductor identity can feel daunting and hard to navigate.

As | reach the year mark of qualifying, | have started to find more confidence in my
identity as a conductor and the decisions | make in my role. | do want to emphasise
that this emerging identity is not definitive and has room to change with new
experiences. But | do feel | am more aware of my preferences and my style as a leader.
One thing | know that has helped with the shaping of my identity has been working
with students. It is something that | feel really passionate about and that | take a
responsibility for. Being a student and the challenges it comes with are still very fresh
for me and | like to use these learning opportunities to help support others in
overcoming them. Of course, each student is different, but | feel that relating to them
has made my own transition easier, to refresh my memory on things | may have
forgotten about. Working with the students has allowed me to also own the fact that |
still have a lot to learn and | feel strongly about the fact that this is not to be shied away
from and instead embraced.




| have found comfort in not knowing the answer to a student’s questions and making a
point about finding out and learning. Another example of how Dweck’s theory has
supported this transition, finding empowerment through learning as opposed to
feeling guilty for not knowing something. Learning and working with students has
certainly been a guiding light for me in this time, and as a conductor | understand the
importance of relating to peers.

Conclusion

| feel | have made progress in my first year as a conductor and establishing my identity
in this role. | feel | have honoured my last chapter by using those around me to guide
me, albeit differently to what | may have thought this time last year. | feel really
passionate about bridging the gap between being a student and an NQC, something |
would like to support others with going forward. For now, | will continue using all
learning as an opportunity to gain experience and develop. Dweck’s theory will
continue to play a role in my everyday work to support not just myself but also my
learners.

Thank you for taking the time to read my journal article. This was a particularly
poignant piece for as | have just completed my first year as a qualified conductor. |
have spent the year working mainly in the adults department at NICE in a range of
groups. | have also had the opportunity to work in the NICE pre-school service helping
with their sessional provision.

This range of experience has given me much to reflect on and in turn inspired me to
write this article. The biggest motivation behind this piece was my own journey; moving
from being a student to becoming a qualified conductor, piecing together the parts that
make me the conductor that | am today. | had not seen much written by conductors on
this transition, and so decided to share my perspective on this journey. By doing this, |
hope to have sparked a new conversation about this period of transition allowing you
to reflect on your own journey thus far.

(/IIM“M (Dmr(inﬁ

Conductor NICE Centre for Movement Disorders
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y experience of the changing demographic of young people accessing

Conductive Education (CE) has, for me, necessitated an evolution of our

traditional pedagogical practices. | have seen increasing numbers of CE
participants presenting with profound and multiple learning difficulties (PMLD),
complex motor impairments, health complications and life-limiting conditions. This

article is a reflection on how | have utilised individualised rhythmical intention and
flexible facilitation to allow CE to be creatively adapted to address the needs of these
individuals. Drawing upon recent developments in motor learning, special education,
neurorehabilitation, and disability studies, | advocate for intentionality in CE practice
with such learners that emphasises presence, responsiveness, and the amplification of
agency.

Introduction

My practice across both independent and charitable Conductive Education (CE) settings
over the past 20 years has underscored to me the critical importance of developing an
adaptive and responsive framework - one that adjusts the lens through which we view
participation, learning, and achievement - for learners with complex needs. This article
seeks to contribute to the evolving discourse by offering insights drawn from my

practical experience, alongside emerging theoretical and philosophical reflections
informed by my sustained work with this population. Specifically, | will detail my
practical application and theoretical considerations regarding Rhythmical Intention (RI)
and specific aspects of facilitation for our PMLD learners.



Over the past few decades, the nature of motor disorders within child and young adult
populations has shifted significantly. Advances in neonatal care, early medical
interventions, and improved survival rates for premature and critically ill infants have
contributed to a growing population of children with complex and multifaceted motor
impairments (Paul et al., 2022).This shift in the landscape of motor disabilities, means
that the demographic is far more complex; including individuals with profound and
multiple learning disabilities, rare genetic syndromes, and medically fragile conditions
(Carpenter, 2017; Imray & Hinchcliffe, 2014). These young people often present with
overlapping neurological, health, sensory, and cognitive impairments.

Aligned with this shift in the nature of motor disorders, where once Conductive
Education primarily served children with relatively "pure" forms of cerebral palsy the
complexity of needs | have seen within my own practice, has markedly changed.
Medveczky, articulates against the suitability of CE for these learners stating that
‘Conductive Education is not recommended in the case of severe sensory impairments,
neuromuscular diseases, ... severe mental disorders whereby cooperation is
impossible’ (2006, p.19). However, through my own practice, my involvement with
other CE settings, and conversations with my conductor peers | know that there are
such learners not only accessing but thriving in CE. | will concede however, that this
shift in learners has significantly challenged both my traditional methods and
philosophies. | have reflected extensively on my practice and read widely around the
subject. In doing so | feel | have satisfied my own professional values with regards to
this cohort of learners whilst still aligning with my code of practice as a conductor (PCA,
2009a). In particular satisfying the most important features recognised by the PCA of;

* ‘A belief all humans have a capacity to adapt and change

* An understanding this change is brought about through interactions between the
conductor and service user

* An optimistic and forward looking attitude’

(PCA, 2009a,p.2).

Recent literature in the wider field of social sciences emphasises the importance of
personalised, relational, and sensory-rich pedagogies when working with complex
needs populations (Imray & Hinchcliffe, 2014, Nind & Strnadova, 2020). In line with this
current thinking, | believe that | have recognised and responded to this with creative
and adaptive applications of CE practice.This article serves as a reflection on two
aspects of CE practice from these cumulative experiences with the intention of adding
to the emerging understanding of CE's application for this group of learners.

Authors Note: Within the article, the use of the terms PMLD and complex needs are
used interchangeable to describe learners as identified above. The specific examples
given of Mia and Ash are pseudonyms to protect the identity of the individuals.




Rethinking Intention and Action:
Reframing Rhythmical Intention

From my practice-based experience Rl remains a powerful pedagogical tool within CE
for learners with PMLD. However, for individuals with profound impairments,
intentionality may appear to be absent or may manifest subtly in ways that challenge
our traditional, observable methods (Lacey & Nind, 2018). Thus, the application of RI
presents two primary challenges. Firstly, learners with PMLD often present with
significantly limited cognitive abilities (Imray, 2021). Secondly, many have little or no
functional verbal communication (Lacey & Nind, 2018). These factors disrupt the
foundational principles of RI, which traditionally relies on the interaction between
language, thought, and action (O’'Shea et al., 2020). Despite these challenges, through
critical analysis of practice, | have found that it is possible to foster both intention and
subsequent action by developing individualised forms of RI. This is achieved by
approaching the process in two distinct stages, each characterised by variations in
dynamics, tone, intention, and melody, tailored to the learner’s responsiveness at each
phase. These are firstly, the creation of intention, and secondly the initiation of action.

Phase 1 - Creation of Intention

This first phase is for when a learner has no intentional action, or none that is clear or
consistent. In these cases, the learner does not appear to understand or respond
consistently to any instruction to move or act. As Medveczky states ‘the intention and
the image of movement must appear earlier than the implementation of the movement
itself or it's attempt’ (Medveczky 2006, p.27). The use of Rl as broken down below is
entirely focussed on the creation of intention i.e. creating the ‘idea’ or the possibility of
action where none exists.

During this first stage, my Rl is characterised by a particularly slow, calm, and focused
verbalisation of the intention. This style includes elongated pauses between phrases
and uses repeated key words to maintain engagement and attention (Ware, 2018). |
have found that the emphasis is as much on the pauses as it is on the words, and as
such, the learner has time to process the intention and relate this to the action provided
for them.

For example, | might articulate the phrase:
| lift my arm up... ---pause---...

| lift my arm up... ---pause---...

Up... ---pause---...

Up... ---pause---...

Up... ---pause---,"




The underlining of the words in this example demonstrates where | place the vocal
emphasis and the ‘beat’ of the sentence at around 40bpm. (note: | did not use a
metronome for this process but instead worked out the bpm from videos of my
practice in order to provide a sense of the pace for the reader).

Critical to this process is attentive observation looking for subtle signs of attention or
intention, such as changes in the learner’s eyes, facial expressions, or skin tone (Ware,
2018). | then accompany the Rl with manual facilitation to passively move the learner’s
body to complete the movement. | also time this facilitation precisely to correspond
with the action word within the verbalised phrase. For instance, upon saying “Up... ---
pause---" | facilitate the lifting movement towards the end of the pause, thereby
synchronising physical support to take place after the verbal cue and the processing
time.

Mia - An Example of Phase 1:

Mia is 15 years old and had an Hypoxic Ischaemic Brain Injury in early childhood
resulting in spasticity in all four of her limbs and low tone in her head and trunk. She
has a scoliosis and dislocated hips (despite having had hip reconstruction surgery). She
suffers from dystonia and sporadic but frequent pain with a non-typical pain response.
Mia has a gastrostomy and has a weak respiratory system for which she requires a
suction machine. She has a visual impairment and has some occasional seizure activity.

When [ first met Mia, | was told by a medical professional that ‘she has no active
movement'. In line with this, when first accessing CE with me, | was unable to observe
that she had the ability to intend any movement. She did not show any physical
response or active movement. | therefore utilised Rl as described above, with Mia
(starting in a supine lying position) with the aim of giving her a framework within which
to understand the idea of intention.

When applying the approach, during the pauses | closely observed Mia for any sign of
awareness of the intention | was providing. Looking mainly at her eyes and face, with
repetition over the first few sessions, | observed a subtle change in Mia's skin tone and
movements in her eyes during the pauses. After a few more sessions Mia began to
vocalise a low (and very quiet) sound, during some of the pauses. At this point | began
to expect her to do this more frequently and consistently and so adjusted the length of
the pause in each moment in order to ‘wait’ for this. At the end of the pauses, | moved
Mia's arm for her - completely passively. As she began to move her eyes, and then to
vocalise, | waited for these cues from her before moving her arm for her.

As Ware (2018) suggests, slowing down interactions and providing extended processing
opportunities allows for the emergence and recognition of often overlooked
communicative acts such as observed with Mia.




Applying Rl in this slow, individualised manner has not only enabled me to notice such
acts but also to establish the cognitive and contextual framework necessary for the
learner to understand expectations within the CE session. Crucially, | have found it to
lay the foundation for the emergence of active, self-initiated movement in the
subsequent stage of the process. As in the example of Mia above, the point at which |
began waiting for her to vocalise in the pause period before moving again, provided the
foundations of understanding required for the concept of active movement to exist for
Mia. Prior to this she did not understand what it was that was being asked of her with
respect to moving her body.

Transitioning to Phase 2

A learner, in my experience, is ready to have the Rl adjusted to the second phase once
phase 1 is being successfully completed with consistency. i.e. the learner shows
consistent response of some sort to the RI. It may also be that there is a very subtle
‘suggestion’ of activity within the passive assistance being given (i.e. a feeling of some
degree of tone/participation).

Phase 2 - Initiation of Action

The aim for this secondary stage, is to create the ideal conditions for the learner to be
able to turn their newly learnt intention into actual physical action. The quality of this
action is not particularly relevant at this point, more that action is produced. It can be
refined in terms of range, control and co-ordination at a later point. | found that the RI
in this phase requires a deliberate use of strong dynamics, louder volume and a very
animated approach. While the use of pitch, tone, and rhythm is a recognised feature of
Rl within CE (Hari & Akos, 1988; PCA, 2009b) there is limited literature detailing the
specific application and modulation of these elements in practice. Traditionally, when
working with individuals who experience spasticity, the prevailing guidance has
emphasised the importance of maintaining a calm and measured tone to avoid
exacerbating increases in muscle tone (Hari & Akos, 1988).

Given this, it may appear counterintuitive that, in my own experience, a more animated
and assertive delivery has often produced more effective engagement and response in
learners with PMLD, including those with high levels of spasticity. This observation
suggests that conventional assumptions about tone and spasticity may not always hold
true in the context of CE for this population and highlights the importance of the
conductor’s responsiveness and experimentation in adapting Rl to individual sensory
and neurological profiles.

Given this, it may appear counterintuitive that, in my own experience, a more | have
found that this RI must have strong emphasis and articulation from myself, as well as
having a higher pitch and that | must raise both pitch and tone of the voice during the
action words (or counting). | suspect that some of the value of this might be




understood through the lens of the sensory profiles of these learners. Those with often
multiple sensory impairments appear to reach higher levels of arousal and
engagement through louder and stronger vibrational input (Hodges and McLinden,
2015).My vocal lift can also be elongated and repeated to emphasise the expectation of
action occurring, until such time that it does.

For example, | might articulate the phrase:

“I' lift my arm up,

I lift my arm up,

UP, GO ON-YOU-CAN-DO-IT, THAT'S-RIGHT,
UP, MOVE-YOUR-ARM, LET-ME-SEE-IT-MOVING,
UP, YES THAT'S IT"

By contrast to the earlier intention, | replace the -pause- with continuous verbalising to
stimulate and sustain the initiation of action within the individual (indicated here by use
of capitalisation and words in bold). The continuous praise and feedback during the
initiation and execution of the task is well positioned within motor learning as giving
what is called ‘process-oriented praise’ has been shown to increase perseverance in
motor tasks (Meester et al., 2024). The RI must also be faster than before - perhaps at
around 80bpm (again using the underlined words as a guide for the beat).Thus, by
conveying the intention in this way, | created dynamic, excitement, energy and action
all within a single intention.

Mia - Phase 2:

As Mia became consistent in recognising the ‘idea’ of intention in phase 1 (as described
above), | began to apply the new dynamic RI of Phase 2 during her sessions, when using
this more dynamic and stimulating Rl with the same tasks as before in supine lying.
This time | did not provide the passive manual facilitation as | had done before for Mia
but instead supported the underside of her arm (for example) and gave a significant
motivator such as a large wobbly tower of bricks right next to her arm (this idea is
discussed in more detail below).

With my verbal intention, continuous process-oriented praise and the ability to feel any
active movement through the support of my hand | was able to begin to observe
minute attempts by Mia to move her arm. This was followed by lots of praise and then,
with subsequent repetitions over a prolonged period | was able to gradually adjust
both my expectations of her active participation in the tasks, and my levels of manual
facilitation required (Brown & Mikula-Toth, 1997).

Mia has progressed through these two phases successfully and evidence of having
done so is that she is now able to actively intend and move her arms in a supine
position in order to knock a ball or a tower. She is beginning to be able to actively move
her legs in supine also and can roll from side lying to supine independently too. |




continue to utilise the second phase ‘style’ of Rl during most of Mia's CE sessions as she
continues to respond positively to it.

Individualised RI

| have found RI in these two phases to be most effectively implemented on an
individual basis, particularly in the initial stages. The rationale for this being that the
complexity of the individual needs dictates the specificity of the Rl required. As such,
individualised RI allows each component of the task to progress in direct response to
the learner's own actions, ensuring that their emerging intention guides the pacing and
structure of the session. It also allows for the observation of minute and subtle
responses from the learner during those early stages. With time and familiarity, | have
found it possible to extend this approach to small group settings once the individual is
within the secondary ‘action’ phase. However, | have found that it is best to limit such
groups to no more than two or three learners. This ensures that each participant
remains actively engaged and that subtle intentions and actions continue to be
observable. For example, when Mia joined another learner in a group, it was important
to still be able to see her face from a close position and hear her quiet vocalisation in
order to maintain her active participation in the session.

Adjusting vocal intonation, rhythm, and tempo are well-established practices in CE
literature (Hari & Akos, 1988; Brown & Mikula-Téth, 1997; PCA, 2009b). These strategies
also resonate with contemporary sensory-based pedagogies, which emphasise
fostering engagement and supporting the emergence of action (Walton et al., 2018;
Mumbardo-Adam et al., 2019). The two-phase approach described above, situated both
within and beyond the CE framework, promotes an exploratory and dialogic process
that is responsive to each individual's unique rhythms and abilities.

Rethinking Facilitation: Amplification of
Movement, Gravity and Positional
Facilitation

Reflecting upon my experiences, it is extremely valuable to consider as many ways as
possible of amplifying movement or action when working with a PMLD learner. The
term, coined by Magill and Anderson (2010), of ‘augmented feedback’ within motor-
learning literature aligns with the idea of facilitating different or enhanced feedback
and has been considered as valuable in motor-skills learning for children with CP
specifically (Schoenmaker et al., 2022). Schoenmaker et al. specify that ‘because of the
sensory deficits many people with CP encounter, they may have limited access to task-
intrinsic information, which makes external sources of information more important or
even crucial to facilitate motor learning’' (2022, p.1272). They also identify that there are
several modalities the feedback can take: visual, auditory, sensory, verbal, etc... |




suspect that many conductors are already making good use of these modalities within
their everyday practice. In fact, the description of the use of Rl above in itself provides
augmented feedback for PMLD learners. However, | have found consideration of
augmented feedback particularly relevant personally when considering my facilitation
techniques.

Theoretically, | have found that the core principles of facilitation do not diverge
significantly from those applied to more traditional CE populations; it can still be
understood through the triadic lens of educational, physiological, and psychological
facilitation (PCA, 2009b). However, within each of these domains, | have reflected that
there are distinct considerations that take on particular relevance when working with
this cohort. Enhancing the sensory impact of a movement—through amplifying its size,
feel, or consequence—can provide valuable feedback for learners with minimal active
motor control or restricted range of motion. Even subtle movements, when
strategically amplified, can stimulate the motor learning process by reinforcing the
perception-action cycle (Thorpe & Valvano, 2002). But how can this idea be utilised in
practice?

Ash - An Example:

Ash is 19 years old and has Spastic Quadriplegic Cerebral Palsy (due to Hypoxic
Ischemic Encephalopathy), epilepsy, severe dystonia and global developmental delay.
He has a severe scoliosis, has repeated dislocations of some joints and has had
bilateral hip surgery. He has intestinal malrotation, gastro-oesophageal reflux and is
fed via a gastrostomy. He also has excessive secretions.

When Ash is working in a supine position, | have found that using a peanut-shaped
physiotherapy ball beneath the legs can transform his slight active knee flexion into a
much larger and more fluid motion.

This not only increases the physical feedback received by Ash but also promotes the
association between intention and movement outcomes. Similarly, from a different
perspective, | have found that placing precariously balanced stacking cups or building
blocks near to Ash’s arm — positioned so that a minimal, intentional movement causes
them to fall—can create a highly motivating experience for him. The resulting visual,
auditory and vibrational feedback serves to heighten his engagement and reinforce the
connection between initiation and intention, whilst also serving to strengthen the
relationship between Ash and myself.

From a physiological perspective, positioning and the use of gravity are also worthy of
greater analysis and reflection. | have found these elements to be particularly powerful
tools when working with learners with PMLD. For instance, placing Ash's lower leg on
top of a foam football, with the task aim of him initiating leg movement, allows gravity
to amplify even the smallest effort. A slight shift results in his leg rolling off the ball,
thus producing a significantly larger and more perceptible experience of




movement for him. Likewise, positioning Ash in side-lying—carefully balanced on the
fulcrum of his body with his back adjacent to a slightly lower mat—can encourage
spontaneous rolling. In this setup, even minimal movement may initiate a shift in
balance, assisted by gravity, leading to him rolling with a controlled yet distinct descent
onto the lower mat. These approaches not only enhance sensory feedback but also
reinforce Ash’s understanding of cause and effect within his own movement.

Ash continues to benefit from facilitation that incorporates augmented feedback
throughout his CE sessions. This approach enables him, despite the complexity of his
condition, to achieve increasingly active and intentional movements. As a result, he
experiences greater satisfaction, enjoyment, comfort, and a sense of freedom within
his own body.

The tools of gravitational facilitation, positioning and feedback are of course used
within CE with children with greater cognitive capacity (Hari & Akos, 1988; O'Shea et al.,
2020). However, their application and purpose is significantly different. When applied
thoughtfully for the learner with complex needs, working from a much lower baseline,
these aspects have the potential to enhance engagement, foster motivation, and
support the initiation of active movement by making otherwise imperceptible actions
more meaningful and rewarding for the learner. The use of gentle, responsive support
to amplify subtle physical expressions is consistent with contemporary findings in
motor learning and neuroplasticity, particularly in relation to individuals with cerebral
palsy (Damiano, 2014). Within this PMLD learner context, augmented feedback - such
as articulated in the above examples, can serve as a powerful form of both
physiological and psychological facilitation for learners with PMLD.

Conclusion

From my experience, the evolving complexity of the learner profile within Conductive
Education has necessitated a fundamental re-evaluation of both philosophical and
practical frameworks, particularly when working with individuals PMLD. My reflections
on the application of Rl and facilitation strategies have demonstrated that, far from
being incompatible with CE, these learners can access — and indeed benefit from —
thoughtfully adapted pedagogical approaches that honour their unique sensory,
cognitive, and motor profiles.

The two-phase model of Rl described in this article — the creation of intention followed
by the initiation of action — offers a means of engaging learners who may not initially
demonstrate observable intentionality or action. By slowing down, personalising, and
attuning to the learner’s subtle communicative acts, one can begin to build a shared




understanding that forms the foundation for more active and purposeful engagement.
Similarly, rethinking facilitation through the lens of augmented feedback, sensory
amplification, and gravitational assistance allows even the most minimal movements to
become meaningful, rewarding, and developmentally significant.

Rather than viewing learners with PMLD as existing outside the scope of CE, this article
argues for a broader, more inclusive interpretation of CE's core principles — one that
embraces the need for creative adaptation, responsiveness, and relational pedagogy.
Through this lens, CE remains a deeply humanistic and optimistic practice, committed
to the belief in each individual's capacity for change and development, no matter how
complex their needs.

In contributing to the developing discourse around CE for this population, it is my hope
that these insights will support conductors to feel confident and empowered in their
practice. With curiosity, critical reflection, and compassion, we can ensure that CE
continues to evolve in step with the learners we serve — learners who, like Mia and
Ash, are capable of extraordinary progress when given the right conditions in which to
grow.
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Introduction

This paper is part one of two articles; in this issue of the Journal, | introduce an original
contribution to knowledge. | share a diagram (Figure 1) | developed, as part of my
doctoral research, which aims to showcase the system of Conductive Education (CE) -
the whole and its parts. Based on the discoveries from my study, and expanding on
existing knowledge, | propose that the system of CE embodies its philosophy (the
Human Principle), its paradigm (a potential-based conceptualisation of disability), its
pedagogy (intelligent love), its process (becoming orthofunctional personality) and its
application (the conductors’ tools or methodology). This work was presented in March
2025, at the annual CE conference in Birmingham, UK.

Throughout this article, | will be referring to my research study, which aligned to the
post-qualitative paradigm and took a new materialist stance in order to re-orient
thought. Twenty-one conductors working in the UK in various conductive settings took
part in four focus groups where matter was directly introduced. Diffractive analysis was
utilised to investigate data. With a new materialist awareness, data was not viewed as
something passive, but instead something alive with its own agency. My primary
intention was to open up possibilities for CE's pedagogic qualities to show themselves
and uncover valuable tools for both the profession and the professional. One of my
main motivations for making the familiar strange (Thomson, 2013) was to transform
theoretical knowledge, with a positive impact on the practice and academisation of CE;
for example aiming to increase professional confidence.

| start by briefly outlining the ‘problem’, followed by offering a solution and the value
this might hold for the profession. | introduce a diagram showcasing the system of CE
as a whole with its parts. In this issue, the focus will be on the application of the system
(methodology) and the pedagogical orientation it takes (intelligent love). In the next
issue of the Journal, | will explore the other parts of the whole.




Identifying the Problem

Historically as well as more recently, practice has been prioritised over conceptualising
theory in the field of CE (Sutton, 2018, 1986; Oravecz, 2017). This has left conductors,
the lead professionals of CE, without a united voice or a clear message on what
constitutes of the system (Brown, 2024) as well as feeling under-valued and under-
recognised by other professionals (Blackburn & Ward, 2020). The philosophy of CE has
not been formulated or explicitly articulated in writing beyond one publication
identifying four building blocks (Berger-Jones, 2022). Aligned to this, in my research,
conductors’ material and discursive encounters highlighted signs of imposter
syndrome, a tendency to describe what CE is not and a hesitation to occupy their/our2
own professional space. This is problematic for both the profession and the
professional as it does not enable knowing the system and its value.

Brown (2018) claimed that Petd (the founder of CE) and Hari (Petd'’s successor) passed
on a living practice but existing literature as well as my primary data, reveals a lack of
current thought-leaders who are developing the essence of CE. This is important, as
without this continued legacy, the identity of the system could be lost. The 2024 UK
Professional Conductors’ Association’s (PCA) annual workshop's agenda was: “Collating
the collective message of CE". This focus signalled an urgency reminding conductors to
have a united voice. There is a clear misalignment in the language used across the
profession. For example, the under-graduate BA (Hons) Conductive Education course
with Qualified Conductor Status, differentiates between the philosophy and
methodology of CE.

Yet a professional document produced by the PCA (2009) lists ten principles and talks
about fundamental features (the methodological aspects). Whilst it must be
acknowledged that this document is under review, the current discrepancies also
reflect significant development in the profession over the past fifteen years.




An Overview of the Whole and its Parts

Gegenwarth et al (2012: 22) alleged that “... core theorists are essential to provide CE
with a unique identity”. Despite this, based on my findings, | argue that CE's unique
identity actually lies in each part of the whole system, which further highlights a
pressing need for the conceptualisation of CE.

With the intention to facilitate a different way of viewing CE, out of my analysis, a
diagram (Figure 1) started to emerge. This visual tool aids seeing the system of CE as a
whole (an assemblage) whilst knowing its differentiated parts, which matter to the
professional and therefore the profession. Deleuze and Guattari (2004) wrote about
assemblages as machines linking things together to produce something. An
assemblage can be thought of as a process where things are being made and unmade
(Jackson & Mazzei, 2013). The naming of the parts is used to offer possibilities rather
than to describe or represent each, it must be viewed as relational. The value of this
tangible tool lies in its potential to facilitate conductors having a united voice with a
shared message regarding the applied system of CE. It also has the capacity to
accentuate the value and position of CE in a 21% century Western world. Subsequently,
this supports understanding of CE as a professional practice, directly reducing
conductors' feelings of invisibility, thus in turn positively impacting professional identity
and confidence. This framework has the rigour to re-orient thought by offering a re-
configured understanding of CE.

This diagram (Figure 1) offers a practical tool, which can be utilised by conductors to
share one message about the system of CE and its parts using the same language.
Based on the findings of my research, despite the heterogenous nature of the
profession, conductors still offer the applied system of CE. This can only happen if the
professionals follow a shared set of beliefs and principles.

The attention now briefly turns to the application of the system, before exploring, what
| termed as: its pedagogy, in more depth.




Figure 1 - The System of CE
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The Application of the System

The methodology of CE is currently listed by the PCA (2009) as: the conductor, the
learning environment, observation, facilitation, rhythmical intention, the group, the
task series and the daily routine. | suggest that the methodological aspects of CE are
actually the application of the system and therefore can be viewed as the conductors'
tools. Two changes are proposed to the existing eight methodologies.

In my research study, the heterogenous nature of CE was a reoccurring refrain in
conductors’ encounters and the findings showed that this is a significant factor of the
profession, which impacts identity. The term daily routine links back to how CE used to
be delivered, which was across a whole day in a residential setting (Hari, 1997). This
mode of delivery is no longer representative of the way conductors work in the UK
(PCA, 2009). Brown (2024) posited that conductors are concerned that what they offer
is no longer CE. My findings are aligned to this as they showed that conductors hold
onto a dogma of what CE should be like based on the Hungarian context, indicating
that anything else is not “pure CE” and therefore, they are not a “traditional conductor”.
To recognise changes in the British context and the mattering of the heterogenous
nature of CE, | put forward the term structured programme instead of daily routine.

Secondly, | recommend not including the conductor as part of the methodology; | posit
that being listed as part of the methodology impacts professional identity in a
detrimental way. Blackburn and Ward (2020) found that conductors feel invisible and
this study identified feelings of imposter syndrome amongst conductors. This inquiry
highlighted that conductors do not feel confident to occupy certain professional
spaces, however being identified as the lead professional of CE could have the potential
to change that.

Therefore, | suggest conductors’ tools, the methodology of CE should be: conductive
observation, conductive facilitation, the learning environment, rhythmical intention, the
group, the task series and the structured programme.




The Pedagogy

Currently, on the undergraduate conductors’ course in the UK, intelligent love is taught
as part of the four philosophical buildings blocks of CE (Berger-Jones, 2022). The
concept of intelligent love was first used by House (1968) in an article where he
described it as: an enabling rather than a disabling relationship. Importantly, intelligent
love is implicitly present in the Professional Standards for Conductors in the UK,
standard 2.1 states: “Project their personalities and create effective relationships with
learners, their families and carers” (PCA, 2017: 5). This therefore acknowledges the
positive impact the conductor has on the learners and also suggests that forming
relationships must be a key part of a conductors’ professional practice, both with their
learners and with the families.

Intelligent love as a concept is resonant to what Pestalozzi called a pedagogy based on
love (Pestalozzi Society, 2021) and acknowledges the third step of Maslow's (2013)
hierarchy of needs love and belonging. Conductors are expected to have the “personal
qualities to facilitate the development of safe and trusting relationships” with their
learners and their families as stipulated by the Professional Standards (PCA, 2017: 5).
The significance of intelligent love was present in conductors’ discursive and material
accounts during the focus groups in my research. Conductors revealed that having
trusting relationships, real connections with learners and their families and the ability
to give them time and care, were key factors in CE. For example, C13 said: “... to me the
most important thing beyond the relationship building, is care. | think a conductor
cares. ... we care about them, build relationships with them”. This aligns with Blackburn
and Ward (2020) stating that CE offers a family-centred approach. The quotation also
encapsulates that intelligent love is linked to the importance and role of relationships
that conductors have with their learners. Data highlighted that conductors’ work gives
them purpose and they have feelings of what Page (2018) coined professional love
towards their learners and the families.

Throughout my research it became clear that intelligent love as a concept and the
terminology itself, is something conductors use to articulate their pedagogical choices.
For example, a comment made in one of the focus groups: “intelligent love is the best
way for me to describe how as conductors we form relationships with our
participants...". Linked to this is Gombinsky (2010) who recognised that conductors are
able to empower their learners by facilitating them to learn to live with their condition.
From a post-humanist stance, inspired by Page and Sidebottom (2022) this could be
viewed as recognising the body's agency in the process of conduction. This idea is in
agreement with Hamre et al, (2006: 95), who stated that “... disability is part of life” and
as such it “... contributes to one's identity and viewpoint”. Putting it in a more
contemporary way, the relationship described in intelligent love, enables learners to
develop secure attachments which is a key factor for development and growth (Page,
2018).




The concept of intelligent love recognises the impact of the conductor on the learner,
yet does not acknowledge the role of the learner in the relationship. This is problematic
as this view makes the person passive, which directly contradicts the intention of CE as
outlined by the PCA (2009). Leew et al, (2020) suggested that learners should be viewed
as partners. However, viewing this relationship with an understanding of intra-actions,
it must be accepted that just as conductors affect their learners, the learners also affect
conductors. Barad (2007) focused on the contrast between intra-action and inter-
action. Interactions imply that the things interacting, already have their own agency,
therefore are separate of each other; on the other hand, intra-actions recognise that
the things mutually constitute of each other's becoming (Barad, 2007). Therefore, it can
be said that learner and conductor mutually emerge affected from each encounter had
together, establishing a dynamic rather than a one-sided, passive relationship.
Consequently, the concept of intelligent love is a significant characteristic of CE, it
emphasises the importance of relationality and connections.

Fairchild et al, (2024) acknowledged that relational pedagogies - pedagogies, which put
relationships and care at the heart of what they do - have become more used and
needed in higher education. Data from my research mobilised the notion that the
relationship conductors have with their learners and the families is significant in
informing their professional identity. This matters as it increases conductors’ feelings of
conductor-ness, producing becoming-conductor. This is a significant insight, accentuating
further that conductors have passionate care at the core of their professionalism. The

theorisation offered here, emphasises the active role of the learner acknowledging
their impact on the conductor and as such recognises a partnership. By articulating the
significance of relationships in the learning partnership, possibilities are opened up to
know CE as a relational pedagogy. Therefore, intelligent love is positioned as the
pedagogy of CE.

To be continued ...
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