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In this PhD project, I put forward the importance of becoming more comfortable
with the oscillating nature of wisdom in physical education, sport, and research.
This is also what the word “without” in the title “sustainable inclusion without
sustainability” implies. To open our activities for more knowledges than our own,
to face interruptions, and to work on the edge of our knowledges in sustainable
inclusive events. Thinking with Deleuze and a ten-second swimming event where
Amira learns to float, I challenge the understanding of human being that often
informs inclusive work in physical education, sports, and research. Namely, the
Cartesian idea of the knowing subject. Within this approach, much research
describes inclusive processes as various invitations to predetermined activities. The
focus is on the excluded and their rights to participate, and to facilitate physical
education, sports, and research so that people can participate. While offering some
easily accessible methodological designs, they also provide us with a perspective
of absence and that these activities are supposed to add health, wellbeing,
knowledge, and credibility to peoples” lives. And, this is good. What I suggest,
however, is that such activities based on grand narratives and dogmas can just as
easily exclude, and that sustainable inclusive activities may be dependent on the
opposite, ie., the possibility of not knowing what people need to be healthy,
knowledgeable, and credible. In tune, the aim of this project is to shed light on
other ways of understanding, relating to and creating inclusive processes. Including

a process-ontology, this project suggests that the task of physical education, sports,



and research is to create the future without falling into the trap of doing this in
isolation. As I see it, we cannot escape collective creations of the future. We cannot
evade those for whom our activities are a matter of concern. Experimenting on,
and speculating about, what this immanent approach may do to qualitative case
studies, research interests, ethics, qualities, educational organization, curricula,
professionalism, and much more, I provide theoretical extensions that may be
important to think with if we are serious about reaching more inclusive physical
educations, sports, and research. I guess, non-sustainability is the other of

sustainable inclusion, without which sustainable inclusion would not be what it is?
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The (non-)structure of this thesis

This thesis does not provide a comprehensive introduction to established practices
of inclusion in physical education, sports, and research. Nor do I describe the most
common processes of inclusion very deeply or establish and define many concepts
and procedures or discuss in detail why it is important to work inclusively in
physical education, sports, and research. As I see it, this has already been done
successfully by others (see e.g., Fitzgerald 2018; Barker 2019; Green 2007;
Lagergren & Fundberg 2009; Coakley 2011; Bailey 2017; Ekholm & Dahlstedt
2017; Agergaard 2018; Stengers 2018). What I provide is rather a space that can
potentially open up for novel thinking (and learning) when it comes to processes
of inclusion and much more.

Therefore, this thesis does not also repeat linear proceedings or offer convenient
answers. I do not provide a readymade handbook of inclusion to be uncritically
used in encounters with others. Perhaps I do not even refer to inclusive processes
as many of us have come to know them. My main objective is to introduce an
approach where the path to inclusion encompasses more knowledges than our
own in physical education, sports, and research. For me, it is a matter of equality.
To constantly create and recreate activities together with participants. To become
participant and participate on equal terms. With others. And this is not just an
opinion I hold. According to the United Nations Convention on the Rights of the
Child (1989), all children have equal value and the same rights to participate in
various activities. Regardless of activity, this implies a condition of pluralistic
factuality which, I suggest, requires methodological and pedagogical approaches in
which two or more states, principles, or knowledges are allowed to coexist. In
extension, it is a quest for deeper critical views of our daily practices and more
principled scholarship related to a view of knowledge that includes constant
ruptures and resistance but no struggles of power. It is not about favouring one

knowledge over another or searching for the lowest common denominator but
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about creating encounters between different participants that put everyone’s

knowledge in motion.

It seems, however, that the most common reference area on inclusion is education.
It may also be argued that the widespread notion of “inclusive education”
(UNESCO 2008) and the idea of bridging the divide between regular and
segregated provision of education is a possible reason why participation and non-
participation are so intensively discussed in today’s physical education (Goodwin
2009; Coates & Vickerman 2010; Kiuppis 2018). According to UNESCO (2008),
inclusive education is a policy tool for re-formulating “education for all” plans and
making education more inclusive by not only ensuring full access to education but
by also taking seriously and facilitating active participation and achievement. For
Kiuppis (2018) this raises awareness about the importance of extending the
concept of inclusion. Instead of merely making sure that people get the chance to
participate, he argues that we need to adopt a more process-oriented approach. In
tandem, I put forward the importance of making it possible for various established
and non-established knowledges to encounter. Elsewhere, I call these encounters
“friction-zones”. Friction-zones that comprise humble experimentations (and
innovations) that not only enable us to challenge conventional qualities and goal
achievements in our daily practices but also make possible constant inclusions of

each other.

By stressing the rights of all children to participate in (and benefit from) an
education, the notion of inclusive education has also become subject of (other)
academic discussions. For instance, some researchers point out that a common
practice of physical education is to invite all students to participate in integrated
classes (see e.g., Fitzgerald 2006: Haegele 2019). This approach is also challenged
by questioning whether these settings meet the wishes and needs of all students
and truly work as inclusive practices. In accordance with Lavay and DePaepe
(1987), Haegele and Zhu (2017) describe integrated classes as "dumping grounds’
where various students are placed in the same class but where content and
instructions in relation to various lessons remain the same and do not take into
account different needs. This, in turn, sparks debates about whether inclusive
physical education should imply educational activities related to specific target
groups in integrated settings or should widen our focus and inspire us to create
educations for all and reach out to heterogenous student groups by embracing
diversity. According to Evans (2014:322), however, it is important that we do not
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reduce inclusive education to a debate about ‘inclusion of special need pupils’”.
This is because such debates would deviate our attention away from (and give us
opportunities not to question) poor methods, i.e., methods which do not
acknowledge pluralistic factuality and thus also do not address the interests of
every child within ongoing processes of creation. In accompaniment, I introduce
case-assemblage as a possible way to work more inclusively. I also introduce
another way of thinking when it comes to creation of interests and particulatly
research interests.

It seems, though, that many unwelcome and potentially exclusive situations arise
from poor methods, not least when participants are members of marginalized
communities. And even if teachers, coaches, and researchers have sincere
intentions to create new knowledges and illuminate various procedures and
phenomena that serve to engender and sustain exclusive practices, there is an
imminent risk of losing knowledges and perspectives of participants under the
influences of more talkative and confident teachers, coaches, and researchers. To
reduce such privileges, I create various concepts (extended professionalism, non-
fulfillmenting, open-teaching systems, qualiting, and much more) to think with
and, in extension, make possible an extended approach to inclusion that I call
sustainable inclusion without sustainability. For me, sustainable inclusion without
sustainability is a paradoxical process within which our (mine, yours, and others)
control is occasionally lost and where established knowledges in physical
education, sports, and research are disrupted. A paradoxical process that can
perhaps also replace our loss of control with a deeper and more innovative
engagement among all participants involved in the situation. It is important to
note, though, that the wording “without sustainability” here challenges linear and
uninterrupted processes of maintaining certain approaches in physical education,
sports, and research much more than it criticizes ongoing environmental,
economic, and social issues defined by the World Commission on Environment
and Development (1987).

However, in regard to inclusive education it is suggested that we need to question
to what extent, and how, the idea of bridging the divide between regular and
segregated provision of activities translates into sports (Kiuppis 2015). The main
issue seems to be that sports recognize an ‘inclusion spectrum” where
segregated/segregating activities (for instance disability-specific activities) are

accepted as a part of sporting activities across a continuum and where the other
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extreme is an inclusive approach addressing the interests of every child. Within
this context, the purpose is to make it possible for people to participate in the ways
they want in activities of their choice (Misener 2014). Since sport is often
associated with health and well-being (in addition to inclusion), it is often argued
that it is our right to individually choose which sport activities we will participate
in. This in turn, implies that inclusion debates in sports are not so much about
how to replace segregated/segregating activities with more inclusive ones. Rather,
the issue is to give each approach equal value and trustworthiness (Kiuppis 2018)

regardless of whether they give off segregating or inclusive effects.

Simultaneously, much research still describes processes of inclusion in physical
education, sports, and research as simplified, instrumental, and (overly) technical
procedures based on tolerance. Within this approach, inclusion becomes a
conscious act of will or perhaps a personality trait, and where we (teachers and
students, coaches and athletes, and researchers and data) tend to think that some
activities (and people) are better than others. In relation to physical education and
sports, for instance, we often talk about “assimilation processes” (cf. Haug 2017;
Agergaard 2018) where teachers and coaches make an effort to get students and
athletes to participate in already established and highly valued activities (see e.g.,
Rekaa et al. 2019), and when it comes to research, labels like "Mode 1° (Gibbons
2020) are widely used. In tune, Flintoff and Fitzgerald (2012) note that it seems
very difficult to invite differences into our practices, and Grimminger (2014) as
well as Munk and Agergaard (2015) point to our lack of ability when it comes to
challenge historically well-established and reputable practices. Rather we often
strive to invite people to predetermined activities. Ekholm and Dahlstedt (2022)
point out that there seems to be a generally accepted idea that sport in its most
traditional and autonomous form automatically promotes inclusive situations, and
thus also counteracts various exclusion-related risks. When this happens, sports
are limited to need-oriented activities. The focus is on the excluded and their rights
to participate in these "needed” activities, and to facilitate sports so that people can
participate. While offering some easily accessible methodological (and
pedagogical) designs, these need-oriented approaches also provide us with a
petspective of absence and the suggestion that these needed activities add health,
wellbeing, knowledge, and credibility to peoples” lives. And, this is good. What I
suggest, however, is that such activities based on grand narratives and dogmas can
just as easily exclude (see e.g., Luciano & Chen 2015; Haegele & Sutherland 2015;
Singh 2018), and that sustainable inclusive activities in physical education, sports,
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and research may paradoxically be dependent on the opposite, and to open up for
the possibility of not knowing what people need to be healthy, knowledgeable and
credible. Similarly, Reinertsen (2021) puts forward that taking a not-knowing-
position can be seen as an inclusive activism of knowledge and learning, and
Penney et al. (2018:1072) give an emphasis to shared decision making and argue
that re-visioning inclusive practices must start with a desire to co-construct these

practices together with participants within processes of mutual learning.

What is happening here is a reconceptualizing of the reasons and ways in which
we engage in inclusive processes. In tune with the United Nations Convention on
the Rights of the Child (1989), UNESCO’s notion of “inclusive education” (2008),
Reinertsen (2021) and Penny et al. (2018), I suggest that we should move into a
space where all participants are involved in the creation of inclusive practices. This
is also what I provide in this thesis. A space where we move from individual
petspectives to collectivity. A space full of paradoxes, unanswered questions,
negotiations, and explorations where elements normally constructed as opposites
(teachers and students, coaches and athletes, researchers and data) are allowed to
coexist, come together, connect, affect and where we are not sure what exactly is
going on. A space where there are no truths. A space where we must acknowledge
the singularity and uncertainty of every encounter. I wonder what happens in this
space? I wonder what happens when we simultaneously try to ensure sustained
participation and encourage non-sustainability though active participation in
physical education, sports, and research? Perhaps this is also as close as I get to a
research problem? Experimenting on not knowing and co-creating physical
education, sports, and research with students, athletes, and data within processes
of mutual learning. For me, it is to rule out one-directional flows of knowledge as
the only and dominant way to interact and engage within physical education,
sports, and research. Rather than solely relying on teachers’, coaches’, and
researchers” explanations, knowledges, authority, and influence in wvarious
situations, I see much generative capacity, value, and importance in knowledges
that flow from students, athletes, and data. Working with more than one voice
seems to make it possible to bring other, contemporary, and potentially new
knowledges of inclusion (and much more) to society and existing practices of

physical education, sports, and research.

This thesis, then, is a onto-epistemological research project with didactic

implications positioned in the field of sport science. Important to note, though, is
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that I do not engage in a question/answer linearity. Rather, I try to avoid the
unilateral nature of a more traditional research problem and the immediate
imposition of a sense whereby this thesis suddenly fulfills something promised,
guaranteed, or predicted. For me, it is a way to enable wonder and surprise that
may add to the current processes of inclusion in physical education, sports, and
research by complementing them much more than confirming them. The aim is
to shed light on other ways of understanding, relating to and creating inclusive
processes. Experimenting on not knowing I loosen up the certainty and
distinctness of various concepts (inclusion, participation, case-study, research
interests, professionalism, ethics, quality, educational organization, and much
more) and fill them with other content. Among various things, this makes me
create a terrain and a language of minor-case-studies, re-think the creation of
research interests, discuss the importance of open-ended activities, and suggest an
alteration when it comes to the encounter between various claims of knowledge.
The contribution of this thesis is not, however, planned beforehand. I simply do
not know what effects it will give off, and I sincerely invite you to travel with me
and explore this further.

I guess, it was my encounter with the City of Gothenburg and its goal to create a
more inclusive and equal city that aroused my desire to adopt this process-oriented
and non-linear approach. By reducing differences in living conditions, the City of
Gothenburg expected that improved cohesion, participation, and health would
emerge among all citizens. To achieve this (among other things) all children (7 and
9 years old) were offered free swimming training within the school subject of
physical education. This activity was called -Simlyftet- and included a ten-stage
model that was expected to ensure the development of all students” swimming
skills. As a doctoral student, I was also encouraged to confirm the reliability of the
ten-stage model, and thereby make it possible for the City of Gothenburg to export
the Simlyfts concept to other cities. I could not help but wonder if the ten-stage
model was the best (and only) solution for increasing swimming skills of children
in Gothenburg? My wonder emerged in relation to my experiences as a youth
worker, my sociological training, and other research (see e.g., Bullough et al. 2015;
Pilgaard et al. 2019). Other research that I discuss elsewhere and which indicates
that general educational efforts do not contribute to increased swimming skills.
The proposed solution in this research is to start when the children are younger.
In tune with Lewis et al. (2006), Coates and Vickerman (2008), and Haegele and
Zhu (2017), I wonder, though, if the trouble with general efforts and the
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development of swimming skills (and in extension inclusion and equality) has so
much to do with age? Perhaps it has much more to do with the design of these
efforts? And how we rely on established knowledges, and the assumption that
“one size fits all”’?

As teachers, coaches, and researchers, I suggest we dismantle our (at least
sometimes) all-too-common loyalty to everything we think we know about
physical education, sports, and research and try to pay much more attention to the
knowledges that might lie buried in students, athletes, and data. What I put forward
here can perhaps be understood as a Derridean thinking with aporia? To elaborate,
aporia is Greek for impassable or puzzlement. For Derrida aporia seems to imply
the deconstruction of binary opposites and an attempt to recognize the merits and
value of those we so carefully exclude each time we privilege one entity over
another (teachers over students, coaches over athletes and researchers over data).
Aporia is also displayed as an occasional incapacity to move when facing the
impasse and a “testing out of the undecidable; only in this testing can a decision
come about” (Derrida 2005:154). I guess, Derrida suggests that the so often
neglected counterparts (students, athletes, and data) in our key oppositions are
worthy much more love and attention? And, even if Derrida’s philosophy to some
extent seems to include conflictualities, I do not want us to use aporia to attack
traditions. To attack established physical education, sports, and research. Rather, 1
want us to be cured of our love for crude simplicity and our tendency to imagine
that related to every problem of inclusion is a good and neat solution to be found
in our established knowledges regarding physical education, sports, and research.
I want us to be more comfortable with a permanently oscillating nature of wisdom.
This is also what the word “without” in the title “sustainable inclusion without
sustainability” implies. To Open up activities for pure interruptions, and work on
the edge of our (mine and yours) knowledges in sustainable inclusive events.
However, for Derrida the word “without” does not denote a lack. It is much more
a critique of the grounds and boundaries of our considered decisions and sensible
conclusions. Being uncertain and confused around inclusive activities in physical
education, sports, and research is not a sign of weakness and stupidity, but a central
mark of maturity. I guess Derrida (1993:17) would say that messiness and
unsureness is simply evidence of the adulthood of our minds and that without us
thinking (and working) with “without sustainability” when it comes to sustainable

inclusion (and experiencing paradoxes) there is no responsibility.
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This, in turn, challenges an understanding of human being that most often informs
today s physical education, sports, and research. Namely, the Cartesian idea of the
knowing subject (see e.g., Bailey 2018:52-54; St Pierre 2016). I guess Descartes is
most known for the phrase, "I think therefore I am” (Descartes 1993:18). Within
this “system of thought’, Descartes doubt everything but the subject (cf. Derrida
2008:140). It is the rational mind of man that can think and produce knowledge.
As teachers, coaches, and researchers, we tend to put our knowing, doubting, and
agentive capacities ahead of the world. Ahead of students, athletes, and data, who
become silent and passive participants. In our daily work this happens every time
we present and carry out a ready-made plan of education, training, and research.
At the same time, I guess we design a description of students, athletes, and data
(as well as human being more broadly) that does not exist before we introduce our
sessions of physical education, sports, and research. In other words, the ontology
of physical education, sports and research does not exist before we come up with
it. Today, however, it seems very difficult to think outside the Cartesian subjectivity
and ontology in our daily work within in the fields of physical education, sports,
and research. Even our language includes a Cartesian take on the subject. For
instance, we use phrases like “the coach gives instructions to the participants”. In
this sentence one might assume that the coach exists before he (or/and she) gives
instructions to the participants. One might even assume that the instructions exist
befote the patticipants. Following Nietzsche (1887/1992:481) on the other hand,
I guess we could suggest that the coach only exists in the very brief moment of
instructing, in the doing. The coach (the subject) is not given, and the instructions
never refers back to the coach (a subject). The coach is something we have made-
up. A fiction that we have habitually begun to believe in. A sort of illusion of sports
that can hardly be improved upon. I elaborate on this because if we are serious
about reaching sustainable inclusion, we must understand that the relations of
teachers and students, coaches and athletes, and researchers and data may not be
the same anymore. Their differences may no longer imply contrapositions. Rather,
they are put into a positive perspective and in which various bodies (human and
non-human) encounter each other and give off new forms of physical education,

spotts, and research.

With sustainable inclusion without sustainability, 1 suggest an approach to
inclusion where practices of physical education, sports, and research are in positive
relation to their negatives. Sports, for instance, has a relation with non-sports that

echoes its effects. Even physical education has a relation with non-physical
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education, and research has a relation with non-research. And, this is not to say
that sports must establish the visible shape and configuration of those of us who
are not athletes, that it must open our eyes and teach us to exercise. Nor do I say
that physical education must teach us to understand the importance of becoming
active, or that research must teach us to explore and ultimately know things. Such
methodologies (and pedagogies) are only possible if the practices of physical
education, sports and research are in essential relationships with the No:es that
concern them. Instead, I suggest a style of thought that includes physical
education, sports, and research in a non-positivist manner, and which offers us
opportunities to view physical education, sports, and research as occasional and
performative practices. Sustainable inclusion in physical education, sports, and
research is thus pre-sustainable insofar that we consider it independently of the
established practices that come to occupy it, and non-sustainability is found where
the practices encounter singularities and hence the crowded anarchy of various
No:es (chaos). And just as physical education needs non-physical education to
creatively increase its potentialities, sustainable inclusion seems to need non-
sustainability, perhaps not so much as beginnings or ends, but in every moment of

its evolvement and, hence becoming.

This thesis, then, includes a process-ontology and suggests that physical education,
sports, and research consists of affective encounters between various elements and
hence processes of becoming rather than various objects that exist independently
of each other. I put forward that the task of physical education, sports, and
research is to create the future without falling into the trap of doing this in
isolation. As I see it, we cannot escape collective creations of the future. We cannot
evade those for whom our activiies are a matter of concern. Like the
mathematician and philosopher Alfred North Whitehead (1861-1947), I relate the
future to uncertainty and change much more than progress and advancement of
various knowledges. I suggest that we cannot know in advance what our future
will be like, or how it will be affected. For Whitehead (1929/2014:73), processes
are real while motions and changes are not. Changes emerge as differences
between actual occasions within specific events. Thus, actual materialities are what
they are and (technically) they never move. There are simply not so much fluxes
or flows in Whitehead s transitions, and the notion of change is made rather static.
At the same time, Whitehead (1929/2014:35) implies something vety important.
Namely, that motion presupposes rest. This is quite the opposite of Henri
Bergson’s (1859-1941) idea that everything is in motion and that rest presupposes
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motion. While Whitehead (2014:35) states that there is "no continuity of becoming,
but only a becoming of continuity’, I guess Bergson would say that there is no
becoming of continuity, but only a continuity of becoming. Influenced by both
these approaches (and others), the philosopher Gilles Deleuze (1925-1995)
developed an inspiring ontology of becoming in which becoming means motion,
ceaseless flow, and activity as much as it means immobility, stasis, and inactivity.
And, this is not a simplistic and incompatible acknowledgement of Whitehead and
Bergson’s approaches to becoming, but rather an action of interpreting these
ontologies otherwise, and as process where becoming is both motion and rest. For
Deleuze (1988:123), this is also the plane of immanence as well discussed by
Baruch Spinoza (1632-1677), and which cannot be thought since it is (in itself) the
infinite movement of thought. Both Spinoza and Deleuze suggest that matter and
thought occur simultaneously and are not reducible to each other. Although both
Spinoza and Deleuze have sometimes been criticized for giving primacy to thought
(see e.g., Nail 2019:47), I guess Deleuze’s philosophy of immanence is a radical
attempt to ontologically equate matter and thought.

Among other things, this implies an extension of post-structuralist engagements
with the discursive formation of meaning and invites matter as an intra-active
becoming substance. When it comes to sport science, this is not a particularly new
approach. In tune with authors like Rich (2010), Larsson and Quennerstedt (2012),
Fox (2013), Pavlidis and Olive (2014), Markula (2014), Larsson (2014),Thorpe
(2014), Fullagar (2017), Monforte (2018), Landi (2019), and Safron and Landi
(2022), I replace the idea of studying things (what they are) with an interest in how
various phenomena materialize. This implies that I understand the material world
of physical education, sports, and research as relations. Relations that are always
put in motion by the bodies (human and non-human) involved in vatrious
situations. It also implies an interest in how bodies are produced in (and produce)
their situations. An important point here is that this material approach challenges
the common idea of interpreting physical education, sports, and research as
socially constructed and how these phenomena become meaningful when they are
represented by language. Within Deleuze s philosophy of immanence there are no
such things as independent elements that represent. Nor are there elements to
represent. For Deleuze, this distinction creates a dominant image of thought that
I suggest enable the steady growth of already known activities when it comes to
inclusion in today’s physical education, sports, and research, and a way of thinking
that, supported by established facts, excludes diversity and multiplicity.
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Thinking with Deleuze and the rejection of overarching images of thought makes
it possible to account for material processes more inclusively, and thus creates a
more complex and theoretically situated discussion about sustainable inclusion
practices and processes than is usually addressed in physical education sports, and
research. I will discuss the complexity, multiplicity, and uncertainty embedded in
inclusive processes, how bodies are arranged and re-arranged in various forms,
how they entangle and re-entangle with other bodies, and how they are at least
occasionally released and become other. At the same time as these arrangements
and entanglements blur the boundaries between those who include and those who
are included, they also make the boundaries between working inclusively,
theorizing, thinking, and reflecting less distinct. Among other things, this implies
that the analyses within this thesis are not continuously guided by Deleuzian
concepts, the agenda, and dominant knowledges following with them. It is not so
much that I first try to explain various concepts and their relationships and then
apply them to the data. Rather than relying on these predefinitions, I find much
more potential in testing temporally stabilized thoughts in relation to various
Deleuzian concepts and reasoning. Sometimes these concepts and reasoning
return in relation to other temporally stabilized thoughts elsewhere in this thesis,
and sometimes they do not. The purpose of this thesis, then, is not to propose that
all inclusive processes should be messy procedures of affective bodies coming
together in various situations, nor to suggest that the sections in this thesis reject
and completely re-work inclusive practices and processes that have long been at
the centere of how participations in physical education, sports, and research are
offered. My suggestion is much more modest, and that thinking with the Deleuzian
philosophy of immanence may help to shed light on other ways of understanding,
relating to, and creating inclusive processes, catch a glimpse of constraining and
releasing processes that might be happening differently, and perhaps increase our

sensitivity of inclusion.

Immanence means “the inherent” and I have become interested in the ‘life” that
emerges between different elements, knowledges, categories, actors and
relationships in physical education, sports, and research. To elaborate a bit, this
implies that I am less comfortable with the language of transcendence sometimes
indicated by Derrida and his philosophy of aporia. Thinking with Deleuze
(1994:46), 1 try to avoid turning immanence into something that is immanent to a

thinking subject (the phenomenological tradition) and thus recreate a
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transcendence in some occurring gap between the plan of immanence and those
who perceive it. To state my approach more clearly, there seems to be a distinction
between how Derrida and Deleuze conceptualize difference. While Derrida
understands difference as a negative fissure or rupture including conflictuality and
a ‘not’, difference for Deleuze is relationality and pure affirmation (Cisney
2012:175-176). For me, it is to establish “the logic of the AND” (Deleuze &
Guattari 1988:25) rather than the logic of one or the other and become a positive
difference to every element in the thesis including data, theory, methodology and
perhaps you. I guess it is important to mention that the value of overcoming
dualistic splits is also noted by philosophers such as John Dewey (1995:131) who
described these situations as “peculiar conditions of differential-or additive-
change’. For Dewey, additive change implies various conditions of possibility
which by necessity emerge in between the old and the new. Rather than reducing
Deleuze and Dewey s philosophies to a single common denominator, however, I
suggest that they comprise some similar premises in which experiential and
experimental approaches are focal for learning. Although Dewey’s philosophy still
provides a large scope for further exploration of physical education, sports, and
research, thinking with Deleuze has been done to a considerably lesser extent. It
is one way of moving that nullifies beginnings and endings. It is also to write myself
into a tradition of inquiry (see e.g., Reinertsen 2007: 20-22). Together and
separately, we proceed from the middle rather than starting and finishing. Coming
and going as inter-beings and alliances. And a rhizome (which I elaborate on
elsewhere) which is by no means a consensus agreement or an average result. We
do not move from one thing to the other, and we certainly do not go back again.
Rather, we move in perpendicular directions. Intersecting and transversal
movements that pick up speed in the middle, undermine our substances, and

sweep us away in various directions.

This is also the structure that constitutes the un-structure of this thesis. This thesis
includes ten separate but related sections within which I (and perhaps you) among
other things think with a ten-second swimming event where Amira learns how to
float in the water. I did not check the time very carefully, but the swimming event
was part of the Simlyfts-project and hence of the school subject of physical
education in Gothenburg, Sweden. Perhaps it is also important to mention that I
work in two different ways when it comes to ethics. On one hand, I follow official
requirements for information, consent, confidentiality, and usage, and on the other

hand I try to stay open to what is to come without knowing what that might be.
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While the former is a transcendent approach to research and something I must do
according to ethical guidelines, the latter is an immanent approach implying a
positive power perspective and where every element in a relation has power to
affect (and be affected). An immanent approach that strongly suggests waiting, and
contributes to equalizing power relations between Amira, me, and other

materialities within the swimming event.

In this ethical context, I also discuss myself. For me, it is a way to make explicit
my position (of power) and to open up the ethical discussion even further. Itis a
way to invite Amira and other materialities in the swimming event as forces in the
situation, and in all seriousness open up to their desire and agency. Amira-and-I
simply becomes my power position. Elsewhere, I call this an auto-ethnographic-
like approach. Simultaneously, we become collective subjects implying that our
bodies can be defined only by the sum of elements belonging to them under given
relations of movement and rest as well as the sum of affects we are capable of in
the situation. Perhaps Deleuze (1988:260), following Spinoza would suggest that
we are longitudes and latitudes and thus sets of speed and slowness between

unformed elements in physical education, sports, and research?

I guess Amira and I (and other materialities) have the individuality of each other.
This is also how I use 'I” and "we’ interchangeably (and often invite you)
throughout the thesis. At the same time as we become subjects for each other,
something also happens to us, physically and mentally. As I discuss elsewhere,
Amira relaxes in the water and my research interest changes. In tandem, I (and we)
empty the content of various concepts (participation, inclusion, case-study,
research interests, professionalism, ethics, quality, educational organization, and
much more) and fill them up again. As I see it, these movements are qualities as
much as they are parts of the ethical relation we are creating. Elsewhere, I suggest
we are "qualiting” and where qualiting become an affective-virtual-concept related
to situations where Amira and I, among other things, create ethics together. As
much as it is an ethical approach, it is also potential additions to the already known
regarding how to reach “education for all” and much more. While we are often
preoccupied by cognitive and social processes, these re-conceptualizations seem
to evolve much more materially. For me, they are affective extensions that (among
other things) open up for complexity when it comes to sustainable inclusion.
Sustainable inclusion that only works without sustainability and implies iterations

that never come back on the same track. Neither do the sections in this thesis.
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Each section deals with one area of inclusion puzzling that I find important for
teachers, coaches, and researchers interested in inclusive work to address. And,
even if inclusive work extends within and between these fields, I have no intention
of covering all the territories. Instead, published articles are placed here and there,
and interspersed with small talk and what Deleuze would perhaps call minor
sections. Minor because they emerge in between. Perhaps, even the articles are
minor sections? Once, it was suggested by one of my supervisors that, considering
who physically wrote the articles, maybe I should be the sole author of some of
them. But for me there are no sole authors. Authors are always several. We are not
one, two, ot three authors all by ourselves at the same time, but one, two and three
authors among others. With others. It really does not matter who presses the keys,
there is always a swarming crowd in it. In becoming author, it is the positions of
the masses that are important as well as the positions of the subjects in relation to
the inquiry-multiplicities. How we join or do not join the masses, how far away we

stay, how we do or do not hold to the multiplicities.

And, this is a challenging approach. For example, as a PhD -student, I am expected
to deliver a thesis which somehow indicates independence and has my name on
the front no matter what my philosophical approach implies. I can, of course,
refuse to do this and perhaps leave the graduation without my doctorate. And, it
is possible that I am too weak if I give in to the restrictions and follow the rules?
Yet, I do not think that is my decision to make, not least on my own, and I sincerely
invite you to be a co-writer and take part in the considerations. To facilitate
participation, I leave empty spaces in the thesis. Here and elsewhere you (and I)
can write down emerging thoughts, evolve with the text, expand on the text, and
much more. I also leave an empty space on the front where you can put your and
others” names. For me, this is a way to encourage movement, openings, and
productions of the new. And, to avoid drowning in some centere of the thesis. It
is an attempt to stay on the periphery and work on the edge of the multiplicity. To
be a fully part of the crowd and at the same time completely outside it. In tandem
with you. Me and you, walking each other into the future. Are you ready for that?
To continuously be inspired of each other, multiplied and perhaps aided?
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I invite you to work on the edge of our knowledges. It may not be an easy way to
move along, nor an easy position to stay in or maintain. But for me it is nonetheless
important. There is always a risk that this thesis, attributed to the subject of
sustainable inclusion, also will seize the subject of inclusion. Not least because it is
written down. And articulated. Maybe it gives off lines of segmentatity, territories,
and strata, and excludes other knowledges. And maybe we will end up with
thoughts of inclusion that we have already been thinking and lose novel learning.
For me, this is a terrifying scenario and inviting you to be a co-writer is one way
to counteract a stable state of viscosity where established knowledges of inclusion
constitute a thick, sticky and semifluid paste due to internal friction in the thesis.
It is a way to leave room for the exteriority of its relations, and open up the thesis
for lines of flight, movements, deteritorializations, and destratifications. Together
with all these lines and speeds (viscosity and inertness as well as disruptions and
accelerations) the thesis constitutes an assemblage and a multiplicity. And, we do
not know yet what will be produced in that assemblage and what it will entail to
be a multiplicity. While one side of the thesis-assemblage will always signify

determination attributable to the thesis and the subject of inclusion, the other side
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will continually dismantle the thesis and the subject of inclusion, causing pure
intensities to swirl. And to facilitate the latter, I would like to emphasize that the
sections in the thesis do not need to be read in any particular order. Perhaps, there
will also be inspiring to do some parallel readings of the sections and of other

matetrials.

Encouraging parallel readings is a way to invite irruptions and provocative
interferences that may extend the discussed topic of sustainable inclusion. It is not
so interesting what this thesis means or what it looks like, and I do not want you
to look for things to understand in it. Rather, I want you to ask what it interacts
or perhaps intra-acts (Barad 2007) with. And, in what relations it does and does
not pass on intensities from one element to another, in which other multiplicities
it is inserted, how words and phrases are metaphorically applied to it, and how it
metaphorically applies words and phrases to objects and actions. The thesis exits
only through the outside and on the outside. All we have is a multiplicity that
encounters other multiplicities. Writing this thesis then has nothing to do with
expressing ideas by signs, as distinct from the physical form in which it is
expressed. Writing has to do with exploring and mapping milieus (even those
which are yet to come). And, co-writing with you may create openness, novel
thinking, alternative expressions, and perhaps new and interesting learning about

sustainable inclusion and much more?

In relation to most theses, I guess this thesis may seem altogether different. It is
not only produced by me, and it does not trace and reproduce the logic of inclusion
in physical education, sports, and research. Rather, it forms a map in a rhizome. A
map that may be about processes of inclusion, or something completely else. What
distinguishes this thesis-thizome from a conventional thesis is that it is entirely
oriented toward experimentations in contact with the real. Important to note,
though, is that a thesis-rhizome and a conventional thesis are not two opposing
models. There are rhizomatic offshoots in a conventional thesis just as there are
knots of linear logic in a thesis-rhizome. And, while the former operates as a
transcendent model and occasionally escapes confinement and control, the latter
operates in processes of immanence and from time to time engenders its own
hierarchies. It is not a matter of writing this or that thesis or sticking to a particular
thought. It is a matter of thesis model that is constantly arising or falling apart, and
of a thesis process that is constantly extending itself, cracking into pieces and

starting up again.
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And no, it is not my intention to create a new or different dualism between a
conventional thesis and a thesis-rhizome. I invoke this dualism of thesis models
only to reach a process that challenges all thesis models and arrives at the
rearranging formula of pluralism. Inclusive processes that take place in this thesis
do not arise from the bottom up, nor do they occur from the top down. It is not
that the participants in the swimming event in Gothenburg have dictated the terms
of this inquiry, and there is no overarching theoretical or methodological pattern
that has forced me to prioritize some data over others. The thesis is not defined
by a set of binary relations between points and positions. The thesis-rhizome is
made only of segmenting and quantifying lines. And, these lines should not be
mixed up with lineages where various processes of creation have clear origins. The
thesis-rhizome is not the object of reproduction. Rather, it is an anti-line of descent
and a non-genealogy that can hardly be traced from a specific starting point. With
no predefined paths, the thesis-rhizome functions by variation and positive
differences where various elements encounter and give off stabilizations and
destabilizations. And, it relates to a non-centered map that is constantly changing.
A map that has multiple entryways and exits, and that can be defined merely by
the flow of states. What is at issue in the thesis-rhizome are relations between me,
you and other materialities. Relations that are totally different from hierarchical
forms of connections, and where everything is a matter of becoming

simultaneously included and inclusive.

The first section (A Substitute for a Preface”) works as a non-introduction. Since
the thesis has no clear beginning and the sections are not designed to flow toward
a culmination point and a definite end, it is a bit problematic to write a
conventional preface, simply because it implies a specific starting point. Rather, I
proceed from the middle and through the middle as an intensity among other
intensities and compose the thesis of various sections in which even the texts
within these sections operate in the middle of readings, writings, theories,
methods, ideas, physical education, sports, academia, publications, and research
notes. I have been writing here and there for a while, and minor sections have
evolved in relation to the published articles. Sometimes everywhere and
occasionally nowhere. So, what I am trying to say is that this first section will not
provide a massive and substantial theoretical overview regarding various inclusive
processes and the extensions I discuss later. I use the space conventionally kept
for a preface to make available theoretical traces and suggestions of inclusive

activity styles, and how we may encounter participants in ways that potentially
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open up for novel thinking and hitherto unknown activities in physical education,

sports, and research.

In the second section ("Participants matter and should not be taken for granted”)
the intention is to inspire teachers, coaches and researchers to reconsider how we
define and assign roles to participants in various activities. I put forward a
consideration that we need to re-think how we position ourselves in relation to
participants and start to work outside the realm of our own knowledges and
convictions. I want us to release the knowledges of participants, and invite them
to become co-teachers, co-coaches, and co-researchers at the same time as we
become co-students, co-athletes, and co-data. Sometimes, I wonder how it comes
about that our training of teachers, coaches and researchers so often seems to lead
to one-directional and arrogant forms of communication? How do these quite
naive exchanges of information affect inclusion? And, how do they limit

education, sports, and research?

“Thinking with new materialism in qualitative case studies” is the title of the third
section. It focuses on how elements in a swimming event come together and
produce various research-cases. More specifically, I draw attention to what
happens to a case study when we take an ontological step towards immanence and
invite every entity in the inquiry to affect the creation of cases. I suggest that
immanent cases work as life-giving forces, and my intention is to move our
thoughts away from cases as predefined study objects. An immanent approach to
case studies offers new possibilities to discover and explore cases as well as the
affects that produce research desire and research interests. Simultaneously, this
section encourages us to think with the philosophy of immanence in order to open
up tresearch processes for more knowledges, research interests, and desire to

explore various cases.

The fourth section of this thesis, "Becoming interested — the evolvement of
research interest in case study research on sports” challenges research political
assumptions of research interests as context-specific phenomena predefined by
researchers and others in case study research on sports. I enroll myself into a
conversation about the importance of thinking with theory in qualitative research,
and 1 reorient research interests and case productions beyond methods and
methodologies. More specifically, I provide an analysis that implies that research
interests are areas of material affects that refuse to be reduced to expressions of

the single body of a researcher or collaborations with extra-academics during the
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planning phase of a case study. Rather, my immanent approach shows that data
and other material elements seem pretty much alive and claim to be a party to the
production of research interests. Following this line of thought, research interests
evolve as causes of interactions between various bodies, and the process of
researchers becoming interested is placed in the middle between these bodies. Yet,
one interest does not become the other; a research interest evolves between bodies.
Hence, the evolvement of research interest is an issue of assembled relations in a

“case” that produces various desire to explore.

Predetermined processes of involvement and participation do not guarantee
inclusion. Rather, inclusion calls for responsible decision making in uncertain
situations. In the fifth section, titled, "Responsibilities beyond professional
obligations and morals in physical education, sports, and research’, I initiate ethical
discussions to remind teachers, coaches, trainers, researchers, myself and perhaps
you about our responsibilities outside the professional acts to which we are morally
or legally bound. I question general and easily applicable working methods within
all these milieus, and I problematize teachers, coaches, and researchers as creators
and users of fast and stable educational and methodological activities. The
intention is to view another professionalism by directing our attention to multiple
viewpoints, uncertainties, movements, cultural values, troublesome situations, and

unthinkable educational and methodological milieus.

Ethical approaches to physical education, sports, and research come in different
forms. In addition to ethical actions that are politically influenced, many ethical
actions relate to educational settings, teaching and learning. Personally, I find it
very difficult and challenging to teach about ethical activities, especially, if we want
to take greater responsibility than just following formal ethical guidelines. And 1
guess, creating ethical milieus in physical education, sports, and research requires
something out of the ordinary. This is also why I have dedicated the sixth section
in this thesis to ethics in extended professionalism, and named it “Teaching the
unteachable and staying with the processes’. In this section, I discuss ethical
activities as encounters between different knowledges. From a professional
perspective (no matter if we consider ourselves as teachers, coaches, or
researchers) this is to open up for the small wotlds politics and invite every entity
in the events to become knowledgeable. I suggest that the occutrence of teaching,
learning, professionalisms, and knowledges forms complex and messy relations

between expectations in daily practices, moralities, ethics, teaching, learning and
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much more. Each time I engage in educational activities and encounter students,

these relations seem to be enacted differently.

I cannot continuously tell you what inclusive physical education, sports, and
research means and will be good for, because I simply do not know yet. My only
knowledge is that processes of inclusion need humble encounters with others.
And, I am aware that this may expose me to some scornful laughs and judgements
in the academic (pseudo-)market ruled by competition? In this section (which is
also the afterword of this thesis named "A stand-in for a conclusion: Perhaps we
need failure to stay open for the becoming of continuously inclusive futures”), I
propose that I am not equipped to formulate the future. I am not even close to
anticipating it. And, this is not because I lack competence. Rather, my competence
seems to be under attack by oppressive demands of linearity, specified in various
strategic plans and evaluations. Simultaneously, I often feel forced to specialize
myself in already recognized issues. Issues that are publishable in high-ranking
journals, and for the most part, defined as important by nobody outside the
academic field. During my time as a PhD-student I would say that I have become
more and more separated from people outside academia, and thus from the
capacity of encounters with others. And, that my capability to feel, think, and
imagine is at stake. There is simply not much room for creative cooperations,
failures, and novelties. I refer to creative cooperations as ceaseless and unfinished
encounters that pose occurring and endless challenges to our practices (no matter
if it is physical education, sports, or research) due to their evolving and unexpected
characters. When we approach our practices without ready-made ideas of what will
happen, from the angle of creative cooperations, we engage in changes,
reinventions, and revisions. And, we certainly commit to view and visualize our
practices in different ways. This also implies that we rarely fulfill predetermined
goals. I put forward that we are much more interested in non-fulfillments. And
perhaps “non-fulfillmenting” because inclusive practices need to be in motion,
constantly looked into and questioned. As inclusive teachers, coaches, and
researchers, I suggest that we should not be satisfied with today’s practices. To
make them suitable for new students, athletes, and projects, we should rather open
them up for change in character and composition. It is like any good craft. Besides
that, we know how to use our tools, this is hardly done by adapting the context to
the tools. Rather, a good craft is performed by assessing which tools are suitable
in the context. And, we do not only think it through, we also think it forward. And,

speculate. Furthermore, I use creative cooperations and non-fulfillments as tools
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to think with when asking questions about various processes of inclusion in our
practices, stabilizations and destabilizations, and ultimately to think about

sustainable inclusion without sustainability.

The eighth section, ‘Is it possible to think physical education forward and
dismantle ourselves — in a quantum space?” I explore how a student and a
swimming instructor dismantle themselves to get hold on themselves through the
encounter with each other, and hence become capable of learning again. I suggest
that we need to support and maintain teaching as an “open system” and relate
training activities to situational circumstances rather than predetermined results.
In open teaching systems training activities do not turn up ready-made. They do
not pre-exist but have to be invented by those who participate in the event. The
job of teaching is to contribute to the production of new training activities with
their own necessities, requitements and indispensability of/in the moment. And,
hence start to learn again. Dismantling ourselves is not only about taking a step
back, putting our roles aside, and opening up for others to affect local training
activities within our so-often rigid spaces of physical education. It is also about
allowing changes in the constant curricula, and thus endlessly renewing the space
it striates.

In the nineth section, which I call "Substances are not permanent and qualities are
not consistent” I invite you to a conversation in which we have a chance to
reimagine quality within physical education, sports, and research. In the moment
when Amira learns to float there was no pregiven objects and subjects. It simply
happened in a teaching-learning-collectivity, which is something other than the
linear teaching proposed by the ten-stage-model produced (and used) by the City
of Gothenburg. Within this situation bodies have no predetermined
characteristics, there are no specific categories of people like teachers, students,
coaches, athletes, researchers and data. Rather, we are what we become aware of
in a rhizomic-encounter. Thinking with this encounter, I suggest that qualities
cannot be specified in advance. They cannot be determined on beforehand and
cannot be linked to various conceptualizations of good practices. Thinking with
rhizomic-encounter is to move away from the binary relation between the assessor
and the assessed. I cannot help but wonder why we so rarely talk about this
relationship in physical education, sports, and research? I wonder why we do not

talk about this relationship as an assumption and not the truth? Perhaps qualities
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are not even specific things but what we do when we open up our activities for

affects in encounters with others. Perhaps we are qualiting?

I suggest we need to acknowledge the existence of more knowledges than our own.
In the tenth section, titled "Re-thinking educational organization towards friction-
zones between divergent knowledges” I provide an alternative to the linear and
hierarchical logic often associated with today s educational organizations. Inspired
by the encounter with Amira and the swimming instructor, I suggest that it is
possible to understand educational realities as nomadic systems consisting of
actual-virtual flows. While the former stabilizes positions, interests, categorizations
and top-down controlled knowledges, the latter destabilizes them by enabling the
bodies involved to resist those kinds of restricting forces. More specifically, 1
suggest that educational organizations (and others) may have two odd. What I
think in interesting here is what happens between the two odd? What internal
conditions for knowledge production are established between these odd? What
happens in the friction-zone between actual and virtual flows of knowledge
production? What happens to various knowledges, bodies, definitions and
conceptualizations? Following this line of thought, I put forward that perhaps,
actual-virtual flows have much greater significance for sustainable inclusion in
educational organizations than those of right and wrong related to formal

statements and established models related to various educational settings.
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A substitute for a preface

The conception of sustainable inclusion without sustainability illustrates inclusive
processes without strict lines that mark the limits of the spaces. These processes
lack normative structures. They have no clear beginnings, and they may occur at
any time. And, by so doing, they may give us a sense of uncertainty and loss of
control. We do not know in advance where we are going. Sometimes, they can
even be confusing and exhausting and perhaps make us long for some clarities?
Sustainable inclusion without sustainability implies inclusive processes that most
likely generate activities that challenge and exert force on today’s physical

education, sports, and research.

In A Thousand Plateaus Gilles Deleuze and Félix Guattari (1988) put forward
engaging ideas suggesting that we need to be vigilant regarding destructive systems
of capitalist modeling. While these systems seem to put us in positions where we
are not under control, or under power of another, and are able to act and do as we
wish, they also put us in a “machinic enslavement” (Deleuze & Guattari 1988:457).
In physical education (see e.g., Evans & Davies 2014, Fitzpatrick & Powell 2019:2,
Lundvall & Gerdin 2021:149), sports (see eg. Thorpe & Rinehart 2013:134,
Goodley 2017:177) and research (Lather & St. Pierre 2013), machinic enslavement
seems to appear in the form of a profit-based neoliberal logic. Within this logic, 1
have witnessed the growth of instrumental practices in which time most often
equals money. As teachers, coaches, and researchers, we are expected to engage in
activities that bring clear and fast benefits. Spending time on doing things should
be economically worth it and during the last decades, I guess most of us have
experienced pretty sharp intensifications in our work situations. Simultaneously,
we may also have noted the emergence of new time-saving technologies that
facilitate communication and accessibility. In tandem, we have become
increasingly business-like by bringing in ideas and practices from the private sector.
Perhaps we are all familiar with notions as transparency, ability, flexibility, and

quality? And, we all seem to compete for resources (money and others) through
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various forms of measurements and evaluations. Doing the right thing is money,
and money is time. Time is money, and money is doing the right thing. Within
these tenets we all become either winners or losers, right or wrong, good or bad,

knowledgeable or ignorant, experts or laypeople.

For me, these (and other) binary divisions are one of the main crises arising with
neoliberalism that urgently call for reworkings of our inclusive processes. Despite
increased communication opportunities, we do not, for instance, seem very
successful at inviting participants” competences and capacities into our current
practices (see e.g., Evans 2014:555; Giroux 2015, Chomsky 2016). We just do not
have time for the delay these processes of inclusion might cause. Today s inclusive
practices are much more about getting from one point to another in the shortest
possible time, and participants are often uncritically spoon-fed with easily
digestible information to further encourage the consumption of what Hein
(2017:657) calls dogmatic images of thought, and hence pre-given knowledges
ratified by common sense. And, we do not want them to make any noise and spit
them out on the floor. We cannot afford anything other than passive consumers,
and hence participants who obediently move along the lines we have so carefully

drawn in advance. It is simply not profitable.

With the notion of sustainable inclusion without sustainability, I suggest that
activities of inclusion cannot be affected and transformed by current neoliberalist,
instrumental, and corporate-like climate. And, since we cannot escape our own
contemporaries, we need to take action and reshape it. We need to move beyond
linear processes of pre-defined starting points, pure absorption, and
predetermined ends, and promote cluttered clashes and messy encounters between
divergent knowledges. I guess, however, that it is not easy to rethink situations that
are so obvious and so taken for granted in our everyday lives that we may not even
notice them. One of Deleuze’s (1994:251-252) main concerns is how to move
away from conventional thinking and achieve infinite learning. And to do so, he
argues that we need to get in touch with others. Unexpectedly and surprisingly be
provoked by others, create singular points of our own bodies with components
from other bodies, and be driven forward into the new. Together, me, you, and
others. And to get in touch with neoliberalism, we need to engage in it like it is
one positive entity among many. At stake here is how we understand difference.
For Deleuze (1994:65,70), differences have nothing to do with contradictions. As

discussed elsewhere, it is not the negativities that are the driving forces. Rather,
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there are positive differential elements which regulate the occurrences of both
affirmations and the differences affirmed in an event. With this approach the
instrumental logic of neoliberalism is abolished as a problem. Neoliberalism is not
our enemy. And, it no longer authoritatively dictates our principles. In accordance
with Rosie Braidotti (2013:162?), and other new materialist scholars inspired by
Deleuze and Guattari, 1 rather suggest that we let the logic of neoliberalism
contribute to new beginnings of inclusive and open-ended processes. This is a

radical move, ethically, ontologically, and epistemologically.

Ethically, because I insist on immanent experimentations and connection-making
activities that purposely mix entities with each other, and hence cause confusion
in the aforementioned binary divisions of superior and subordinate bodies.
Simultaneously, I emphasize the impossibility of distinguishing between knowing
subjects and objects to be known, processes of knowing and learning, and hence
relations between teachers and students, coaches and athletes, and researchers and
data. And, I suggest that we pay attention to the evolving character of these
relationships and how they perhaps change our paths. This thesis is thus devoted
to processes of becoming, and especially processes of becoming other. Similar to
this, many scholars interested in physical education, sports, and research (see e.g.
Dillon: 2018:170-171; Markula 2019:1; Fullagar 2017:248; Fox & Alldred 2017;4
Coole & Frost 2010:6-7), find it both keen and refreshing to study various
materialities embedded in our cultural and social practices. In harmony with these
new materialist thinkers I do not, for example, replace one entity (or knowledge)
with another, nor do I reduce one entity to another, and I do not establish identities
by judgements (the sun is yellow, she is a football player). This thesis occurs much
more through diversity, multiplicity, and the destruction of identities (cf. Deleuze
1995:44). And, it implies that we break free from our cutrent roles, habits,
traditions, and understandings of physical education, sports, and research, and co-

create novel practices in encounters with others.

Within these encounters, I suggest we make positive-practical use of disparities
and othernesses produced by tenets of neoliberalism. Conventional issues like
students who do anything but learn what we are trying to teach them, kids who
engage in completely different things than what should be done during football
trainings and participants who answer research questions we did not even ask are
within this approach no longer considered as troublesome. Rather, they become

positive entities in various learning situations in which at least sometimes old habits
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of our minds are transformed. Sustainable inclusion without sustainability implies
that we open up ourselves and our activities to every entity in the situation, and
hence to multiplicities, and perhaps ‘through the harshest exercise in
depersonalization” (Deleuze 1995:6) become other. And as you may have already
figured out, processes of sustainable inclusion without sustainability are much
more like love affairs than actions of subjection. Within these processes, we all
become a set of liberated singularities, titles, roles, names, words, activities, body
parts, outfits, equipments, and accessories: quite the reverse of authoritative
teachers, coaches, and researchers who maintain predefined activities within the
commonly used binary logic of neoliberalism in today’s physical education, sports,

and research.

A set of liberated singularities do not have one singular and well-balanced order.
Nor is it a member of a specific species that protect its origin. Rather, it works like
a machinic assemblage (Deleuze & Guattari 1988:141). Ontologically, it can be
approached as something in the making and of which we do not know what is yet
to come. Within machinic assemblages, various entities encounter and give off
flows that are broken by other entities. What is going on in machinic assemblages
is that things are felt, desired, and created. As machinic assemblages, physical
education, sports, and research are no longer seen as continuous practices defined
by pre-established ideas. Instead, each practice embraces internal differences
(dissimilarities, divergences, and diversifications). These practices are, without
doubt, chaotic in the sense that their evolving and volatile orders are always created
in and by situations of disorder. I guess, Deleuze and Guattari (1988:6) might relate
this image of physical education, sports, and research to the notion of chaosmos.
With the notion of chaosmos, Deleuze and Guattari suggest that the wotld (or
cosmos) goes beyond the stability of a transcendent earth. There is no established
continuity in which the tones in our songs are played in one and the same harmonic
tonality. And, this is not to say that sustainable inclusion without sustainability in
physical education, sports and research concerns only unstable states of our
practices. Rather, sustainable inclusion without sustainability includes two
simultaneously ongoing modes of reality, stability, and instability. Thinking with
this process-ontology, physical education, sports, and reseatch become constant
infolding processes, and their existences depend on random outsides we cannot

fully control.
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And because we are both producing and gaining knowledge, I suggest that we are
never innocent parts in our activities, neither in terms of physical education, sportts,
or research. Instead, we are responsible agents always involved in its processes.
Further, this thesis also draws on the idea that participants in our activities cannot
be seen as resources, solid surfaces, or billboards on which information is
displayed. Rather, we are all simultaneously subjects, objects, and knowledge
engendering processes, intertwined and twisted together. Inspired by Barad (2007),
I suggest that these situations of inseparability between knowing subjects and
objects to be known recognize an “ethico-onto-epistemology’, and hence imply
that we (humans and non-humans) are all "becoming with the world” as well as
that "becoming with the world is a deeply ethical matter” (Barad 2007:187).
Epistemologically this strongly suggests that there are not two independent and
distinct entities in the thesis, those who represent and those who are represented.
For Deleuze, this division is precisely what creates a dominant image of thought,
and hence representational knowledge that effectively excludes diversity. To
escape this and practice non-representational research, I do not start so much in
methodology but engage increasingly in theory. Thinking with theory does not
mean that I am altogether free of methodology (although I sometimes wish I
were). Since I am trained in traditional qualitative methodologies, it would be quite
unethical to claim that I am able to totally ignore these methodologies, especially

case study methodology which works like a positive co-actor throughout the thesis.

Sustainable inclusion without sustainability is an unstable title, and so is this thesis-
rhizome. Perhaps St Pierre (2015:79) would say that it is a "new empirical inquiry”
always partially becoming, and a methodologically inclusive journey without clear
beginnings or endings but multiple paths to move along. And, I guess we will move
along different paths you and 1. Paths that do not include pure answers to what
inclusive physical education, sports, and research really is, but occasional
interruptions of our habitual thinking. And at the same time as our thoughts are
extended in various ways, it may tickle our stomachs a little. Perhaps we even need
to slow down and catch our breath for a while. But do not worty, becoming
breathless should not be confused with failure. For me, there is something
promising about breathing breaks. And their potential has not so much to do with
the opportunity to rest for a while as with the ability to sit still and encounter
others. So, in this thesis I encourage you to move outside your comfort zone and
allow yourself to lose your breath from time to time, challenge the already known,

and move into the new. Together with me and others.
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Participants matter and should not
be taken for granted

Amira is 11 years old, and has learned to float in the water. I know this because 1
was sitting in the stands when it happened, when the swimming instructor waited
in her instructions for a short while and started to listen to Amira, and when they
co-created a methodology that simultaneously gave off the effect that Amira
became a “floater”. And, I must admit that I often return to my notes about this
encounter to (at least sometimes) feel the rush in my veins while new thoughts
emerge. This time, I started to think about participation. When the swimming
instructor invited Amira to co-create a methodology of floating, and took a not-
knowing position to include Amira in the swimming education, it was a sensitive
and humble activity that I think is important to bring into the discussion of how
we think and design processes of participation in physical education, sports, and

research.

For a long time, I thought my biggest problem with teaching was that I did not
really have any special skills to transfer. I thought I had to acquire knowledge from
somewhere else. Read more books, watch new documentaries or whatever just to
be able to gain some knowledge to offer when I met them, the students. And, I
prepared my teaching plans really carefully. I made dense power points so as not
to forget important details on the subject. I prepared practical examples to increase
the chances for the students to understand what I was talking about. My time-
schedules for various moments were meticulous, and prepared answers to every
possible question I could imagine. And to be honest, my training plans as a
handball coach and research plans as a PhD -student did not differ much. I so
wanted to appear as a knowledgeable expert, who in a credible way, could carry
out various tasks, teaching, coaching, and research. Knowledgeable in the eyes of
the participants, in the eyes of colleagues and in the eyes of my employers. What I

did not realize, however, was that my actions may also have contributed to the
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creation of rigid, striated, and hierarchical spaces. Spaces with clear lines of

demarcation. Spaces that produced exclusion?

And I guess, I am not alone in wanting to appear good in the eyes of others.
Although the syllabus in physical education cleatly indicates that students should
produce knowledge in motion, teachers often activate students by reproducing a
given content for the subject (Larsson 2016:22). Perhaps, participants (students,
athletes and data) are such central elements in our work situations that the role of
participants, the conceptualization of participants and the way in which
participants work, affect and change with our activities, are taken for granted? At
least to me, it seems that we oftentimes act as if participants in physical education,
sports, and research are given, and that we already know what they need to move
in the right directions. We simply plan what to do with them, how to interact with
them, and how to increase their possibility to becoming what we want them to
become, before we even met them. And, this is worrying. According to the
Swedish Schools Inspectorate (2018), for instance, one-fifth of the students in
primary school do not regularly participate in the physical education class, and give
as reasons for this absence the environment, choice of activities, teaching
organization, and also teaching methods and rules that the schools have developed.
Despite these signals of exclusion, however, we tend to remain loyal to the
transformation of the Swedish school system towards increased competition and
target control in the early 1990s (Borjesson, 2016) by practicing even more

instrumental and rigid teaching methods in physical education.

However, thinking with the encounter between Amira and the swimming
instructor, I want to claim that participation can paradoxically be dependent on
the opposite, to open up for the possibility that we do not have all the answers in
advance. And, that we do not know everything. Not knowing implies invitations
of more knowledges than our own knowledges, and can be seen as an inclusive
activism of various knowledges that come together and create novel learnings
(Reinertsen 2021). Novel learnings which are important for each other and humbly
brings us together in various situations. As I speculate elsewhere, I guess it is a bit
like falling in love? And, to make love within a methodology of floating, and a
floating methodology that continuously opens up for our potentialities? Amira’s,
the swimming instructor’s, mine, and perhaps yours? And, where curiosity,
patience, uncertainty, and waiting become important ingredients for outr

participations. Amira and the swimming instructor neither confirm nor deny
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established knowledges but tend to treat the ten-stage model for learning to swim
as one knowledge among many. And hence, put it in motion in an unforeseen way.
Their focus is in the middle of various knowledges, and they do not think so much
of where they come from or where they are going. They are only inspired by each

other’s movements, and to become safe in the water.

In my everyday life, I often encounter teachers, coaches, and researchers who try
to persuade me that participants are, or at least should be, equipped with some
basic knowledge (literacy) essential to understand the (linear) activities we produce,
and especially to accept and enjoy the transformations these activities offer. And,
when participants resist by leaving and avoiding our activities, the diagnoses often
point to the lack of perseverance, morality, understanding, loyalty, and team spirit.
And as an accompaniment, I am often told that these participants fail to
understand that our activities will move them in the direction of better bodies,
better health, better results, better knowledges, better democracy, and ultimately
better lives. Sometimes it is even said that these participants need to understand
our working situations as well as the methods we use to achieve specific standards,
and not confuse these with other values. And, that it is not our intention to deny
people the right to participate in our activities, but they should do so only to move
in the right directions and not mix these activities up with their own beliefs and
judgements of what is important in life. And if people hesitate to participate in our
activities, I guess the response would be that we need to approach them where
they are which implies that we present our standard repertories in various
situations where we think that these people feel safe (see e.g. Ekholm & Dahlstedt
2017; Arnoldsson 2019; Ekholm & Lindstrém Sol 2020). Physical education,
spotts, and research belong to all, as long as we play the same game (and draw the

same conclusions).

It does not take much training in theory of science to come to the conclusion that
this is a rational behaviour that overcomes any doubt and effectively reconstructs
our practices. Our established knowledges in physical education, sports, and
research convincingly call out their truths, and at least sometimes I guess we
cannot help but enjoy the authority they give us. As teachers, coaches, and
researchers we are often parts of ‘normal physical education’, ‘normal sports”, and
‘normal research’, and hence communities working within typical standards,
patterns, and models that we rarely feel the need to question. Perhaps we do not

even see the circumstances that makes questioning possible? I guess we work
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within what Thomas Kuhn (1962) calls paradigms. For Kuhn paradigms are
generally known scientific results that, for some time, provide us (teachers,
coaches, and researchers) with "normal knowledge’, and thereby clearly defined
problems as well as their solutions. Even though I want to appear good and
credible in the eyes of others, however, my encounters with Amira, the swimming
instructor, Deleuze and others have given off the effect that I feel it is almost
impossible to act in accordance with (what I perceive as) the normalized idea (in
physical education, sports, and research) that some knowledges are more credible
and thus valuable than other, and thus that some people are more worthy of
attention than others. Every single day I experience the dogmatic thinking brought
about by this invisible normativity, and hence the common sense role it plays when
it defines how the world around us is constituted (ontology), what questions can
be asked, what activities can be performed, and what methods can be used to get
reliable answers and achieve the right goals. As I see it, representing standard
repertories have not so much to do with the situation Amira and the swimming
instructor encounter as participants. Amira and the swimming instructor do not
just stick to facts. Rather they worry, care, think, imagine, stumble and hesitate
together. Often they are unsure and simply need to pause before they are saying
and doing something. And while our activities of physical education, sports, and
research usually seem to be about * matters of fact’, Amira’s and the swimming
instructor’s participation seem to have much more to do with ‘matters of
concern’. Inspired by Isabelle Stengers (2018:3), I borrow this conceptualization
from Bruno Latour. Concern cheerfully comprises both conscious choices and
situations of concern that we are not yet aware of, situations in which we feel
interested, troubled, disturbed, upset and perhaps fascinated. And, I suggest that
we do not confuse these situations with political engagement. For me, it is quite
far-fetched that occasional situations like the one where Amira learns how to float
incorporate well-planned and well-thought-out political positions in relation to
physical education, sports, and research. What they do incorporate, however, is
our thoughts about what concerns us and, in this thesis, I argue for the importance
of not letting matters of fact play a decisive role when we encounter participants
in physical education, sports, and research. To reach sustainable inclusion, we
simply need to get rid of the idea that some answers are more correct than others

and that some people are better than others.

By challenging established knowledges, it is often suggested that Deleuze develops

a new kind of materialism. In tune with thinkers like Spinoza, he suggests that
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matter’s capacities to take on forms are immanent to matter and that matter does
not need external processes to organize itself. To elaborate a bit, there is an energy
of matter that is self-organizing just as I suggest that there are self-organizing
properties of participation-energy in the encounter between Amira and the
swimming instructor. This also implies that substantial objects and structures like
activities, methods and models in physical education, sports, and research are
simply reductions in speed, and hence processes of liquid flows of matter-energies
that have changed into more solid states. For Deleuze, matter has similar creative
capacities that 1 suggest emerges in the encounter between Amira and the
swimming instructor. This in turn, shifts focus away from stratified and pre-
determined participation, and opens up for participation-energies, patticipation-

movements and participation-flows in physical education, sports, and research.

Participation is thus linked to processes of the present. Even if Deleuze has no
concept in his philosophical work of participation, he is interested in the
relationship of univocity and multiplicity. For Deleuze, there is no established
other. And in tune with this, I suggest that participation cannot be thought of in
logical and moralistic terms. There is no correct participation. Nor is there an in-
correct participation. Participation can only be felt and sensed. Simultaneously, it
seems to be a process of chaos, creativity, and movement that inspires us to
experiment in the present. Amira and the swimming instructor’s participation is
not created in the past and continues through the present and into the future. Nor
is it an infinite result of possible future circumstances. Their participation is much
more related to the process that brings past, present, and future together.
Participation is thus linked to processes of becoming, and hence a time-space in
the middle of past, present, and future. This implies that participation does not go
beyond the present and it does not involve so much reflections on and calculation
of the future. Amira and the swimming instructor’s participation is thus radically
different from the purposeful participation bound to future linear and controlled
outcomes we so often expect in today’s physical education, sports, and research.
Participation seems to be much more of a chaotic flow of interactions, and thus
what Deleuze (1994:212) perhaps would call a virtual process that includes

differences as creation.

Importantly, this brings back the students, athletes, and data to the process of
participation. And the affective flows between us (students and teachers, athletes

and coaches, data, and researchers) become an experimental method for
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participation, and hence a transit-zone from the virtual to the actual where
participation for a brief moment may be defined. This is also why I suggest that
the activity of participation is not so much discursive but pre-discursive, and
results from various encounters within which we come into contact with each
other. Participation is an immediate creation of the formless, and I guess no one
has the exclusive right to define participation in advance or equate participation
with specific actions and activities. And, I suggest that we leave the definition of
participation to those for whom (in various situations) this is a matter of concern.
However, this is not to suggest that teachers, coaches, and researchers should
completely give in to students, athletes, and data or that the agency of students,
athletes, and data should exclusively control the directions in physical education,
sports, and research. Nor is it to suggest that teachers, coaches, and researchers in
any way know what participants want, need, require, and care for. Rather, I want
us to stop controlling participants, and I want us to experiment on novel physical
educations, sports, and research together with participants. And I wish that these
processes, where we start to lose control over participants, will show us that both
patticipants, and methods/methodologies we use when we work with participants,
will become infinite and multiple. Perhaps even the stability of our activities
(physical education, sports, and research) will be questioned? In this sense (and
others), participants fascinate me. It is not that they just please us by participating
in our ready-made activities, but that they may also change and transform these

activities, at least if we start to treat them as credible and knowledgeable people.

Concerning theory of science, this implies something else. Incommensurability
between various knowledges is no longer a problem. Instead, Amira and the
swimming instructor’s assessments of the reality at stake in the swimming event is
given voice(s) in their encounter. And for those of us in physical education, sports,
and research who believe in the authority of facts, this may be a disappointment.
As Ludwik Fleck (1979: 92) probably would suggest, there is not much of a meta-
position from which the quality of Amira and the swimming instructor (as
participants), as well as their knowledges, are assessed. They just participate, alter
with each other, combine, and create what they, for the moment, acknowledge as
the real methodology of floating. Amira and the swimming instructor’s
knowledges are simultaneously in motion and stasis, and so is their practice itself.
Within this practice, it is the differences between Amira and the swimming
instructor that puts them in contact. And perhaps, this is the realm of all

differences, a realm that Deleuze perhaps would equate with “the virtual”, and that
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constitutes “the actual” practice that (I guess) Amira and the swimming instructor
perceive in the water. To me, it seems that Amira and the swimming instructor’s
thinking about participation challenges the dominant notion of participation as a
general acceptance of what happens without active response or resistance (and that
requires an external form to actually exist). It also seems that they challenge our
tendencies to view participants in terms of stable identities (she is a teacher, and
she is a student). They simply invite a more creative ontology of both difference
and participation to their situation. While we, in accordance with Kuhn, so often
tend to protect our paradigmatic autonomy in physical education, sports, and
research, and keep it safe from everything that comes from the outside and does
not fit with the course of our normal, cumulative knowledge productions, Amira
and the swimming instructor walk a somewhat different path, and in accordance
with Fleck their thoughts about methodologies of floating seem to change with
the bodies involved in the swimming event, and the truth about methodologies of
floating seems to be created by a network whose form changes as soon as new
actualities emerge. Hence, there is not so much established thoughts in the
encounter between Amira and the swimming instructor, and their concerns about
floating capabilities are active ingredients in the temporary stabilization of the
methodology of floating. This is also where sustainable inclusion without
sustainability comes into the picture. To put it simply, activities in physical
education, sports and research can make it possible to get in touch with
differences. Amira and the swimming instructor show us that our activities may
have the capacity to invite differences, and hence disrupt and confound at least
some of our established ways to think and perceive things in our daily practices.
At the same time as they open up for uncertainties, hesitations and changes, they
also provide us with an ontological view of participation that (I suggest)
corresponds to today s highly diversified landscapes of physical education, sports,

and research.

While today 's landscapes of physical education, sports, and research include a large
number of knowledges, the value of these knowledges often seem to be
increasingly uncertain and untrustworthy. To me this is paradoxical combination
that not only challenges Kuhn's idea of autonomous communities, but also implies
that we should invite students, athletes and data and create humble partnerships
where we engage openly and honestly in various matters of concern? I guess we
need to put ourselves out there, and face more questions than our own? Questions

that are both interesting and have the capacity to be inconvenient, and that make
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us irresolute by inviting us to winding courses where we are no longer guided by
stable knowledges and paradigms. And just like Amira and the swimming
instructor, become much more with the encounters. Perhaps this is also what
Lundvall and Thedin Jakobsson (2021:93) imply when they talk about an emergent
need for flexibility when it comes to physical activities for and with young people?
In a Kuhnian perspective, however, hesitant and irresolute teachers, coaches, and
researchers do not maintain and strengthen established knowledges, and perhaps
we will become unproductive in the eyes of those who stick tight to the paradigms
and hold key positions in our practices. Interrupting these fast and cumulative
practices unequivocally implies that we will bite the hand that feeds us. And, I
guess we cannot always afford that? And, sometimes we may not even have the

courage to stick our necks out and challenge the prevailing circumstances?

What I suggest here, is not so much that we should follow Fleck and divide our
practices into two circles where one is the knowing “circle” ("esoteric circle”) that
includes specialists, and where the other is a circle with hangarounds (‘exoteric
circle”) who agree with and support the specialists and their established thoughts
by producing strong and clear images of what is important, but are not invited to
actively take part of evaluations of various productions. It is not that Amira just
agree with the swimming instructor and support her style of teaching. Amira enters
much more forcefully into what seems to be a situation of collective participation
with the swimming instructor, and I guess none of them fear to be put at direct
service of the other. They do not even seem to know what is meant by a
methodological fact of learning to float anymore, no matter if it is a Kuhnian or
Fleckian fact. Within the collective participation Amira and the swimming
instructor take the time they need together, and they misunderstand (each other)
together, they think together, and they digest together. And I guess they cannot
always tell us what their activities in the water mean and where they lead, because
they simply do not know until the moment when Amira suddenly becomes a

floater.

My point here is that we have perhaps passed the time when we, as “professionals”
in physical education, sports, and research, could benefit from both autonomy and
the respect that comes with the service of the right and often general interests in
our landscapes. Perhaps it is not even possible to talk about disciplinary knowledge
anymore? And, I do not suggest that we should develop some general

interdisciplinary approach to handle the situation. Ort, holistic in that respect. I
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guess that actively including them all is not the way to go here, but we must
seriously invite peoples” knowledges and simultaneously open up physical
education, sports and research for questioning. And, this is urgent. While our
objective, rational and linear approaches in physical education, sports, and research
cleatly serve as means of pursuing the aim and policy included in our practices,
they also effectively sort out those who do not have capabilities to take part in our
predetermined activities. Perhaps we even silence people by strictly maintaining
our established knowledges as the right ones. Considering the declining number
of students in physical education classes and a decreasing number of young people
in organized sports (Norberg 2020; Borgers et al 2016), I would guess that the
silenced voices now are expressing their disapproval, and at least attracts my
attention to such an extent that the idea that established knowledge would increase

the participation that established knowledge has undermined is no longer credible.

59




60

* SUSTAINABLE INCLUSION WITHOUT SUSTAINABILITY

Working within participation collectives implies that we need to take full account
of the messiness in our various situations of physical education, sports, and
research. And, this should not be confused with some common cognitive
reflexivity developed in these situations. It is much more about inviting
knowledges that are at variance with those commonly held in our practices, and
letting various knowledges encounter around issues of common concern. This
implies demanding environments in physical education, sports, and research where
participants are considered to be experts of their “own” situations. Simultaneously,
we (teachers, trainers, and researchers) need to behave humbly and not act in ways
that may create contrasts in relation to participants (students, athletes, and data),
but that enable relationships. And just as Stengers (2018:101) suggests, we cannot
present ourselves as we hold various attributes that students, athletes and data do
not have. We also need to be sincere in our concerns and interests and recognize
the concerns and interests of students, athletes, and data. Similarly, Nowotny
(2015) argues for radical openness and implies that we need to accept the existence
of and embrace uncertainty. Amira does not produce some alternative knowledge
that need to be recognized by the swimming instructor. And, the swimming
instructor acknowledges that the ten-stage model loses its credibility in the
encounter with Amira. At the same time, the swimming instructor re-creates this
credibility by letting the relations that emerge in the teaching situation affect the
ten-stage model. I guess physical education, sports, and research starts to thrive

when we work on the edge of our knowledges?

To reach sustainable inclusion, we could perhaps pay more attention to the ways
in which participants intra-act with us rather than providing ready-made answers
and pointing in the “right” directions in physical education, sports, and research?
And, perhaps we could ask more questions about patticipation, the role of
participants and how we so often come to know relationships between students
and teachers, athletes and trainers, data and tresearchers as one-directional,
hierarchical and hence controlled by teachers, trainers and researchers? How do
these superior positions affect us, activities (of physical education, sports, and
research), and participants? For me, these are important questions. Without paying
attention to the effects these positions give off, we run the risk of continuing to
position ourselves above students, athletes, and data, and hence claiming that we
know and understand what is best for participants. I wonder what happens if we

start listening to participants? And, think of participants as not known in advance,
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but as uncertain, diverse, and constantly in motion? Even when we do not know

what participants want, I guess something happens...
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In this article, we discuss challenges and implications of thinking with new materialisms and the Deleuzian philosophy of
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Introduction

In recent decades, new materialisms and the turn to matter have
gained popularity as a philosophical framework for qualitative
case study research in the social sciences of sport. Informed by
post-structuralist, feminist, post-colonialist and queer theories
they reject the earlier historical materialism of Hegel and Marx,
which focused on the development of social institutions and
practices within a broad economic and political context of
material production and consumption (Fox & Alldred 2017).
By assessing such economic and structuralist determinism as
insufficient to question rationalism, patriarchy, modernism and
science, the new materialisms have become a critical stance for
researchers who find materiality of great importance but do not
want to prioritize one stratum over another in order to explore
various sport related phenomena.

More specifically, the philosophical framework of new
materialisms entails a Deleuzian idea of immanence which
means that there are no structures, mechanisms or systems at
work governing the world from the outside. Instead, there are
events comprising affective flows between various bodies
(human and non-human), and within which the realms of nature
and culture together produce the world (van der Tuin & Dol-
phijn, 2010). To deal with this unstratified terrain, some efforts
have been made to make use of traditional case study designs
within which data sources provide researchers with the ability

to analytically move beyond dichotomies like agency/structure
and animate/inanimate, and instead map affective flows, rela-
tions and territorializations in assemblages (see e.g. Enright &
Gard, 2016; Hordvik et al., 2019; Thorpe & Clark, 2020).
Hence, one way to address the philosophy of new materi-
alism is that any and all case study designs are appropriate as
long as they provide the researcher with suitable data. In our
view, however, this is an awkward combination of the idea of
immanence and data-driven approaches to research that indi-
cates an ontological confusion (cf. Fullagar, 2017; Giardina,
2017; cf. Jackson & Mazzei, 2012; Mazzei, 2014). Rather than
relying on the ontology of immanence as research design, this
is a way to privilege pragmatic choices of method as starting
places for new materialist case studies. While method-driven
approaches may be useful in order to map the processes of
change going on in various events without referring to
stratified orders, a crucial problem is that we make use of
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methodological conceptions that are ready-made and already at
work when we start to think. As researchers, we simply rely on
a methodological common sense (Hein, 2017, p. 659). At the
same time, we treat research design as a transcendent, i.e. an
independent process separated from the event it attempts to
make into data (Deleuze & Guattari, 1987, p. 361). Method-
driven approaches simply do not challenge the established
body of traditional methodology as the privileged locus where
the design of a case study appears (cf. Hein, 2017). The very
idea of using a predetermined method forces us into a pre-
scribed order that preclude all other bodies in the research
process to participate in the case study design.

Such reflections about the prioritized status of the methodo-
logical body of traditional case study research, and hence pre-
defined cases, have generated an increased interest in “minor
science” and how continuities, fluxes and affects in an event
produce cases (cf. Fox & Alldred, 2015; Jackson, 2017;
St. Pierre, 2017). Instead of strengthening the status of estab-
lished case study methodologies, minor science promotes all
components (human and non-human bodies) included in an
event to come together and produce cases. In this paper, we
wish to explore what happens to a case study when we take this
ontological step; establish a terrain and a language for
Deleuzian-inspired “minor case studies”; and discuss how this
may bring new epistemological conditions within which infi-
nite learning is produced. This approach entails a radical shift
that moves our thinking about cases away from predefined
study objects toward performativity and cases as live-giving
forces. Thereby, it also changes the premises for how we can
approach and explore cases.

Traditional Case Studies

Given that immanence is not dependent of anything outside
itself, it could perhaps be considered an ontological divergence
to even mention traditional case studies at this moment. But,
since we are trained in traditional research methodology, and
interested in what the ontology of immanence may do to a
traditional case study, and among other things wish to commu-
nicate with a field where traditional case study methodology
undoubtedly is practiced within new materialist inquiries (see
e.g. Enright & Gard, 2016; Hordvik et al., 2019; Thorpe &
Clark, 2020), it would be quite unethical to pretend that tradi-
tional case study methodology does not exist. It would be both
dishonest and disrespectful to explore what happens to a tradi-
tional case study within an immanent ontology without inviting
traditional case study methodology to the inquiry. Instead, we
suggest that we need to understand the situation where tradi-
tional case study methodology encounter immanence through
all the components involved in the event, and not decide in
advance what really matters and what does not.

Overall, case studies have a long tradition in qualitative
research (Andrews, 2017; Gerring, 2011), and has contributed
to a numerous research projects across a broad range of social
science fields (Yin, 2014). In general, case studies are
conducted as contextually located empirical in-depth

investigations of phenomenon that are of a specific interest to
the researchers (Ketokivi & Choi, 2014; Longhofer et al., 2017;
Yin, 2009) and do not include the idea of having a formal
design. A case may be successfully created out of any phenom-
ena as long as it has identifiable boundaries and comprises the
primary object of a study. Yet, every type of case study
involves the desire to analyze the case in relation to contextual
conditions and some of the cases may even include embedded
units of analysis (Yin, 2014). While the boundaries between
each key term (context, case and embedded units of analysis)
are defined in relation to each other and thus not likely to be
sharp, traditional case study researchers often attempt to
enforce stable definitions and boundaries in order to prevent
the case from growing too large (Andrews, 2017; Gerring,
2011). When it comes to defining the key terms of a case study,
spatial- and activity driven boundaries are more apparent than
temporal boundaries (cf. Creswell, 2003; Gerring, 2011;
Ketokivi & Choi, 2014). Traditional case study researchers
tend to be confident about what is going on within a case and
where the geographical area of a case begins and ends, but
have less interest in determining how, when and why a case
begins and ends.

Another reason for creating stable definitions of the key
terms of a case study is to achieve transparency. This is one
of the most fundamental characteristics of qualitative research
(Ketokivi & Choi, 2014). In order to evaluate the quality of an
argument, the logic that generates the conclusion as well as the
premises that supports it need to be accessible. Hence, credible
case studies need to be detailed regarding both how the studies
are framed and how the analyses are conducted (Ketokivi &
Choi, 2014; Yin, 2014). Overall, the credibility of case research
is established by the duality of being situationally grounded
and seeking a sense of generality. Case studies need to be
empirically disciplined and take account of contextual particu-
larities already in the data collection phase. A sense of general-
ity, then, appears when the researcher goes beyond the
empirical findings and seeks broader theoretical understand-
ings through abstraction (e.g. Gioia et al., 2013). For example,
a case study about how young people’s health is produced
within a specific learning event cannot be just about how young
people’s health is produced within a specific learning event. It
needs to address more general questions like for instance the
relational production of agential capacities that make young
people change position from not knowing to knowing within
the learning event. Hence, generality within qualitative case
studies is not a question about the possibility to generalize the
results to other empirical contexts or cases, but rather the extent
to which a sense of generality can be found in terms of theory
(Yin, 2014).

The essence of traditional case studies is thus to create local
empirical knowledge as well as general theoretical knowledge.
To this end, case study researchers distinguish between at least
three methodological practices, induction, deduction and
abduction by which they proceeds from a set of grounds to a
set of claims (Toulmin, 2003). Briefly, inductive case studies
(cf. Eisenhardt, 1989) entail an option to generate general
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theoretical knowledge by conducting empirical analysis. The
approach proceeds from a number of empirical results and
assumes that the connection that has been observed in all these
results is also generally valid. In contrast, deductive case stud-
ies proceed from a pre-selected theory that works as a general
rule, and asserts that this theory explains the case. By expli-
citly contextualizing the selected theory before subjecting it
to empirical tests, the researcher’s claims become situation-
ally grounded. In addition to induction and deduction, many
case studies are based on abduction where a single case is
interpreted through a hypothetic overarching pattern (Alves-
son & Skoldberg, 2009). Unlike deduction, the researcher
does not make use of the theory as if it was “true.” Rather the
researcher investigates the theory and the context simultane-
ously and elaborates the theory with the aim to make it com-
patible with the empirical material. In establishing a sense of
generality, abductive case studies have connections to a per-
spectival approach wherein empirical facts are always theory
laden (Hanson, 1958).

When it comes to the interplay between context, theory and
empirical data, the methodological practices of induction,
deduction and abduction include different ways of thinking.
They simply assign different roles to the context, theory and
empirical data and thus include different plans of action in
order to meet the conventional requirements of credibility in
case study research, i.e. the duality of being situationally
grounded and seeking a sense of generality. However, an
attempt from our part to broaden the definition of qualitative
case study design by moving toward new materialist theory
would unavoidably struggle with these methodological prac-
tices. Not least with the stratified orders between theory/
empirical analyses, researchers/data and context/case/units
of analysis. But, our point here is not so much an argument
in favor of the ontological step toward immanence when it
comes to case study design. Instead, we wish to discuss what it
means to encounter and address such an ontology and hence
consider what the turn toward immanence may do to a tradi-
tional case study.

The Idea of Immanence, Minor Science and
Assemblages

Immanence is a pivotal principle in Deleuze and Guattari’s
philosophy, and a starting place for much new materialist the-
ory (see e.g. Fox & Alldred, 2015, 2018). Drawing on Spino-
za’s monist rejection of a transcendent level independent of the
everyday world of material interactions, Deleuze and Guattari
(1994, p. 45) describe immanence as something boundless and
to which there is no previous or beyond. Thereby, Deleuze and
Guattari reject two-world ontologies and their transcendent
perspectives that acknowledges privileged standpoints. For
Deleuze and Guattari, immanence first and foremost means the
denial of vertical orders, and hence the existence of underlying
and overlying realities. In that sense, immanence is discussed
as an absolute immanence and a plane (Deleuze & Guattari,
1994, p. 47). Important, though, is that the plane of immanence

cannot be considered the uppermost layer of something nor an
enclosed volume. Rather it is “a virtual, an open whole that
(ontologically) prevents absolute closure” (Hein, 2019, p. 84).

Deleuze, distinguishes the virtual from the actual
(Deleuze, 1994, p. 272). This does not mean that neither one
is independent of the other, but their relation is asymmetrical
and with continuous exchange. In terms of reciprocal relation-
ship, the virtual becomes actual in relation to the actual and
the actual becomes virtual in relation to the virtual. Simulta-
neously, both the virtual and the actual includes an irreducible
pluralism which means that the virtual-actual movement is
anything but linear and do not proceed step by step toward
a predefined goal. Hence, the actual has no consistency with
the virtual it embodies. It simply does not follow the rule of
being alike. In relation to the aforementioned sociocultural
approaches of case study research this means that the plane
of immanence establishes unstable situations, i.e. their ability
to create, diverge and move in different directions. In that
sense, the plane of immanence adds creativity to traditional
case study research in actual situations.

Even if the plane of immanence is present through the entire
work of Deleuze, it is not until “What is Philosophy?” that it is
examined more specifically. In this work, the plane of imma-
nence is described as the horizon of thought (Deleuze & Guat-
tari, 1994, pp. 37-38), and thereby a foundation of thought.
What emerges from this is a radical critique of a dogmatic
image of thought (Hein, 2017, p. 657), i.e. thinking as a process
of recognition and representation of the already known that has
its basis in common sense. Instead, Deleuze (1994, p. xvi)
argues that the plane of immanence require us to replace this
kind of thinking with a more genuine thinking and thus a non-
representational image of thought where the thought is not
predetermined by mainstream knowledge. In fact, genuine
thinking is not an element of knowledge but that of infinite
learning. Learning, then, means composing singular points of
our own bodies with elements of other bodies, to tear apart but
also to be pushed forward into the unknown (Deleuze, 1994,
pp. 251-252). However, living this kind of thinking-learning is
not an easy task. It requires us to become something new and
not repeat the already known. What complicates the situation,
though, is that genuine thinking is not a natural capacity that
everyone possesses. For Deleuze (1994) we are born into a
conformist mode of thinking. Our thoughts are restricted by
the conventional and involve processes of recognition and rep-
resentation (Hein, 2017, p. 656). Generally, we are only capa-
ble of thinking that which is already recognized and
recognizable and we actively need to engage in processes of
thought that draws thought out of its self, to become something
new. As Deleuze (1972, p. 108) explains,

Thought never thinks alone and by itself. .. Thinking as an
activity, is always a second power of thought, not the neutral
exercise of a faculty, but an extraordinary event in thought
itself, for thought itself. Thinking is the n-th power of
thought . .. But it will never attain this power if forces not do
violence to it. Violence must be done to it as thought, a power,
the force of thinking, must throw it into a becoming-active.
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For our thoughts to become active and accordingly genuine,
we need to be confronted with something that disturbs common
sense (Jackson, 2017), and that forces us to produce new
thoughts. Specific to genuine thinking is thus the un/conscious
production of concepts that correspond to real and singular
problems. Conceptual innovation, then, is an act of thought
(Deleuze & Guattari, 1994, p. 21). Concepts produced by gen-
uine thinking are not essences that determine the intrinsic
nature and quality of something, nor are they things or objects
distinct from living sentient beings. Rather, they are intense
events consisting of an infinite number of elements which
assemblage at a certain point. In this sense, concepts are rela-
tive to the elements they are composed of, but absolute in terms
of their affects. Since concepts are productive forces consisting
of non-constant elements, there is no reason to make use of or
even discover existing concepts. Instead, the plane of imma-
nence entails that “new” concepts have to be produced by their
own distinct but inseparable components. However, it is impor-
tant to remember that these productions are not processes of
cause-and-effect or gradually development. Rather they are
open-ended in regard to the ways they shape and reshape
concepts.

For Deleuze and Guattari there is a close relationship
between the plane of immanence and the production of con-
cepts. More specifically, they are mutually interdependent. No
concepts can be produced without the texture that the plane of
immanence forms, and the plane of immanence cannot be
thought without the concepts that populates it (Deleuze &
Guattari, 1994, p. 21). Their relation constitutes the internal
condition for thinking (Deleuze & Guattari, 1994, p. 44).
Thinking consists of infinitive movement. Infinitive movement
is what constitutes thinking and hence, what thinking has to
deal with when producing concepts. This is also why the plane
of immanence cannot be confused with being a concept that
underlies all other concepts, i.e. dealt with as a transcendence
or transcendent of anything (Deleuze & Guattari, 1994, pp.
44—45). Rather, the plane of immanence is a territory which
enables the texture that makes genuine thinking viable.

When it comes to case study research, the plane of imma-
nence involves attending to a territory that is in infinitive
change and becoming, and not accepting anything given
whether it is about thoughts or concepts. The understanding
of concepts as performative forces rather challenges the tradi-
tional understanding of words and their power to represent
pre-existing things. As researchers, we can no longer position
ourselves as subjects who are able to design case studies and
define data in advance, nor can we make use of theoretical
perspectives to order and homogenize the data. For Deleuze,
this would be severe limitations of both cases and data and is
illustrative of the aforementioned problem with stratified
orders between researchers and objects of knowledge in tradi-
tional case study research. Deleuze explicitly rejects any idea
of predetermined subjects who are transcendent or capable of
transcending anything. Within an immanent terrain, research-
ers are not separate entities that make decisions outside the
event under study or separated from data. Rather all bodies

(human and non-human) are regarded as relational having no
ontological status outside the assemblage that constitutes the
event. In this way, Deleuze and Guattari (1987, p. 361) empha-
size a “minor science.” In contrast to royal science and its
attempt to order research processes as well as data in control-
lable ways and prepare it to fit in a theoretical model, minor
science works to maintain variation as well as the existence of
heterogeneous spaces. In this sense, minor science adds force to
the singularities and the turbulent flows of data that royal sci-
ence is so dedicated to prevent (Deleuze & Guattari, 1987, p.
362). Instead of designing a case study upon pre-existing and
established methodologies, minor science therefore encourages
us to start elsewhere and thus make room for the assembled
entities in the event to produce something new.

At this point, we want to mark the assemblage as an impor-
tant terrain where new materialist research designs emerge.
Within assemblages there are amounts of relations that interact
and produce various capacities in bodies to do, feel and desire
(Deleuze, 1988, p. 256). Important to remember though, is that
these movements of bodies are not based on cognitive decision
making. Rather, affective flows within assemblages produce
various desires that bodies do. In this perspective desire is not
a representation of a gap or a lack of something waiting to be
addressed by some acquisition activities, but a pushing and
performative force that moves bodies in various directions.
Desire is thus productive and includes creative capacities of
bodies to engage with other bodies and consequently affect
them to move in different directions. Such flows of desire
replace the conventional conception of agency (as well as its
conceptual opposite: social structure). Agency is simply the
capacity to affect or be affected and become something else.
Becomings, represent changes of capacities and states of both
human and non-human bodies (Deleuze, 1988, p. 258).

Within assemblages there are at least two processes of
change within which capacities, states and movements of bod-
ies may alter: territorialization and aggregation. Territorializa-
tion refers to affects that establish bodies’ capacities to produce
specific qualities, and hence clearly set out and shape their
capacities to affect other bodies in the assemblage (Deleuze
& Guattari, 1984, p. 273). At the same time as bodies become
territorialized, their possibilities to affect other bodies in the
assemblage are established. However, in this flow of changes
not all affects are territorializing affects. Some affects deterri-
torialize and reterritorialize bodies, and hence reshape both
possibilities and limitations of what bodies can do.

Aggregation, on the other hand, refers to molar affects that
aggregate bodies into groups by assigning those converging
identities and capacities. These affects act unifying on multiple
bodies at the same time and organize what often appear to be
scattered bodies in specific ways. Against these processes of
aggregation, Deleuze and Guattari (1984, p. 273) contrast
molecular affects that produce singular outcomes. In these pro-
cesses bodies are cut loose from constraining identities, cate-
gories and clusters. By ascribing bodies no significance beyond
themselves, these processes of singularization may also be
driving forces of deterritorialization processes simultaneously
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giving bodies capacities to resist constraining and gathering
forces and opening up bodies’ capacities to do, feel and desire,
that at least sometimes lead to a “line of flight” (Deleuze &
Guattari 1987, p. 216). And, even if there is no guarantee that
molecular flows produce lines of flight it is important to note
that molecular flows and the molar often seem to “interfere
with each other and while this brings some flexibility to the
molar it also brings some rigidity to the molecular” (Andersson
et al., in press). Politically, they simply operate as two extremes
in a continuum. While the molar include standardizations of
cultural norms, categorizations and systems of organization,
molecular flows enable bodies to resist these limiting forces.

Along with the conceptualization of desire as a productive
force, these two processes of change (territorialization and
aggregation) play an important part in our further exploration
of what an ontological shift toward immanence may do to a
case study. In this perspective, the emergence of new materi-
alist case studies has everything to do with how human and
non-human bodies, ideas and social institutions fold and unfold
in the event under study. Affective flows within the event
produce, connect and territorialize these entities, and also pro-
duce their capacities to act and desire. In relation to traditional
case study methodology, this establishes a fundamental change
by inviting every entity in the event under study to contribute to
the design of the case study. Instead of the traditional
approaches where researchers as sense-making human agents
make use of already established case study methodology in
order to design a case study, new materialist case studies need
to emerge from the event under study, and thus from the affec-
tive flow within a case-assemblage.

Case-Assemblage

At a first glance, it might seem a bit awkward to combine
“case” and “assemblage” in the conception of case-
assemblage, and that we perhaps tend to repeat the same mis-
take that we initially accuse many of us of doing by starting
with ready-made concepts and methods in new materialist
case studies. As mentioned above, however, assemblages con-
nect numerous elements. And, the flows of affects between
these elements produce bodily desire and capacities. Case-
assemblages may thus be understood as “machines” (Deleuze
& Guattari, 1987, p. 333) that produce desire to explore var-
ious phenomena. There is simply a virtual-actual flow within
case-assemblages that establishes the internal conditions of
case productions—that is infinite movement. Infinite move-
ment is also what has to be handled by our thoughts when they
crystalize into specific conceptualizations of cases. However,
conceptualizations of cases do not only respond to specific
thoughts, they also work as life-giving forces and make pos-
sible various developments of our thoughts. Within an imma-
nent milieu, it is not that actual cases and virtualities in/of
assemblages are opposed binary forces. Rather, they presup-
pose each other and co-exist as different forms of investiga-
tional segmentarities fully comparable to the aforementioned
molar and molecular lines of relations (cf. Deleuze &

Guattari’s, 1987, pp. 199-200), and where the emergence of
cases is anything but linear and do not proceed step by step out
of some predefined methodology.

To provide an example of a case-assemblage, we will make
use of an emerging “case” (the event of a swimming lesson
within which young people become confident in mutual learn-
ing situations) and explore the mix of relations and affects that
produced it. The “case” grew out of a swimming event in
elementary schools in Gothenburg, Sweden, 2018—2019. We
have written about this swimming event before (Andersson
etal., in press), and occasionally we return to this event because
it tends to interfere with our conventional thinking. The “case”
turned up in our thoughts for the very first time during a tur-
bulent encounter with some activities going on in the pool.
While we were sitting on a bench beside the pool, we noticed
that a girl would learn to float and that the swimming-instructor
habitually hold her hands under the girl’s shoulders. At first,
this act did not seem to turn out very well but after a moment of
panic and fear, the girl placed her hands on the swimming-
instructor’s arms, and as a response to that movement the
swimming instructor moved her whole body closer to the girl’s
shoulders. This in turn made the girl relax and rely on the
swimming-instructor, the water and finally herself. And, after
a short while she also learned how to float.

As researchers trained in traditional methodology, we had of
course another predefined case in focus (the event of a swim-
ming lesson within which people become healthy). This is also
the reason why we initially entered the swimming event at all.
However, the activities in the pool inserted themselves like a
set of cutting edges into our predefined case and drew muta-
tions and variations out of it. As we see it, this was also the
moment when our predefined case was taken up by a case-
assemblage and its deterritorializing movement, and hence
encountered the ontology of immanence. The effects were pro-
duced in a situation where various bodies (human and non-
human) met each other and where at the simplest one body
created a flow that was broken by another body. As we sat
on the stand and focused on the swimming lesson as an event
in which people become healthy, the actions of the student and
the swimming instructor did not resemble that of our prede-
fined case. Even if the swimming instructor and the student had
no intentions to cause difficulties, the activities going on in the
pool did not make any sense to us. The student did not develop
swimming skills in the way we expected her to do, and the
swimming instructor was far more humble when it came to
sharing the expert role with the student than we could ever
have imagined. So, we were hit by new thoughts and were
hitting new thoughts in quite uncontrollable ways. Simultane-
ously, our desire to explore various phenomenon within the
swimming event changed rapidly in various directions. All at
once, we wished to explore both how teacher-student expertise
evolved in the swimming event and how the teacher and the
student became confident in the water.

However, even if this was a liminoid moment that more or
less seduced us with its charm of co-produced expertise and
safety, our desire to explore how teacher-student expertise
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evolved in the swimming event and how young people become
confident by swimming lessons did not emerge without resis-
tance. By reminding us of the importance of our predefined
case and its potential to fill various predefined gaps of knowl-
edge, previous research, textbooks of traditional case study
methodology, colleagues at our department and the City of
Gothenburg as the responsible organization of the swimming
event came to act as territorilizing forces that not only pro-
duced effects that further territorialized our research interest,
but also kept us aggregated as traditional case study researchers
exploring a predefined case. For a brief moment, we even got
stuck in what Deleuze and Guattari (1987, p. 334) call a “black
hole” within which we became isolated from all other elements
in the swimming event and were just spinning around in circles
and explored nothing more than the echo of ourselves.

However, while the territorial forces of traditional case
study methodology, previous research, our colleagues and the
City of Gothenburg produced effects of closure that kept our
predefined case in its original position, both the student’s and
the swimming instructor’s actions also broke with our precon-
ception that it should be the swimming-instructor who pro-
duces safety in children, and not the other way around. Yet,
the echo of ourselves, and hence the idea of a one-directional
process and its straight transfer of knowledge from a knowing
body to a non-knowing body did its best to keep us territoria-
lized in this view. And, we had to return to our notes repeatedly
before we realized that this process was not about knowledge at
all. Rather, this was a two-directional, or even multi-directional
process of learning. Once again, our desire to explore changed.
This time we wished to explore how young people become
confident in situations of mutual learning within the swimming
event. Together with the turbulent ruptures where the student
did not learn in the way we expected and where the teacher was
overwhelmingly humble sharing her expert role with the stu-
dent, this brought some molecular lines of relations that
extracted themselves from the aforementioned molar lines of
relations, and while producing the reciprocal destruction of
each other’s segmentarity, a complex line of flight including
various singularities was produced. In this process we were not
only cut loose from our identities as researchers and the right to
authoritatively define cases, we were also equated with all
other entities within the swimming event.

For us, this situation is important to bring up because it
certainly increased our understanding of inhibition and innova-
tion in case production, and where phases that made us self-
conscious and unable to follow the flow in the swimming event
suddenly became associated with the release of our crossroad
behavior. At the same time as we could not explore anything
but our own echo, we also had a complex relation to the effects
of our notes. At this moment, senses of frustration and curiosity
appeared simultaneously in our researching bodies and we
started to ask ourselves what was really going on in the pool.
We also started to question our ability to predefine cases and
stay focused to them. Was it even possible to hold on to a
predefined case when the data told us otherwise? And if so,
for what reason? In retrospect, we understand that this was the

situation where we opened up for assembled entities in the
event to produce cases. This was also the situation where we
entered an immanent case study that was (and still is) in infinite
change and becoming, and before we knew it, a “minor-case
study” took shape.

At its simplest, we were dealing with a learning event in the
water that involved two bodies. The one who learned and the
one who taught. While the affects within this assemblage were
in part physical, stimulated specific movements and swimming
techniques, perhaps produced trust and self-confidence, there
were typically many more relations in the case-assemblage we
became a part of than just the two bodies. Except other relations
linked to the physical learning event such as personal and cul-
tural contexts, past events, water, codes of conduct, memories
and experiences and so forth, there were at least three other
bodies involved in the case-assemblage, namely the two bodies
of the researchers and the body of traditional case study meth-
odology. If the former relation was in part physical, the latter
was for the most part sociocultural and psychological and cre-
ated anxiety, curiosity, proudness, distance, uncertainty and so
forth among the researchers. Consequently, the case-
assemblage comprised at least five bodies, the learner, the
teacher, the two researchers and the body of traditional quali-
tative research. Moreover, it comprised physical elements such
as water, social norms, past experiences and circumstances,
personalities and expectations (not least from colleagues, pre-
vious research and the City of Gothenburg).

At the same time as the affective flow associated with this
case-assemblage linked all these relations rhizomically, new
capacities were not only produced in the student and the
teacher, but also in the researchers and the body of traditional
case study methodology. Productive forces made new affects
come into existence leading to new research situations, curios-
ity, desire for new knowledge production (deterritorializaton
and reterritorialization of research interests), and also some
doubts about what is going on in the pool. When it comes to
the emerging case, these forces seem to extend the assembling
affects beyond the swimming event and gather together various
capacities produced in previous academic and non-academic
events, cultural codes of academic conduct and experience of
swimming-lessons and research. For instance, at the same time
as we realized that the data (the teacher and the girl) was not
just objects of knowledge letting themselves be understood in a
predetermined manner, the traditional body of case study meth-
odology started to make resistance. Reminders of the impor-
tance of rigorous and trustworthy research appeared intensively
and created hesitation, nervousness and anxiety in our research-
ing bodies. Among other things, we started to think about the
immanent terrain of a case-assemblage and how it would
impact issues like, the capacities of researchers to explore a
case, the production of research interest, the bounding of a case
and the emergence of a case. In practice, our thinking about
case-assemblages evolved along with the emergent case, but
for clarity and as a trivialized review we will draw out four
features from its immanent terrain that we found valuable when
it comes to establishing a language of new materialist case
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studies. It should be mentioned, though, that even if these
conceptualizations are situationally created along with the dis-
ruption of our conventional thoughts about traditional case
study research in a swimming event, we do not consider any
of these conceptualizations particularly unique for new materi-
alist case studies in the social sciences of sport.

The Conceptualizations of New Materialist
Case Studies

Beginning with the capacities of researchers to explore a case,
the analysis above sets out how a case-assemblage comprises
both affective forces produced in the present event and accu-
mulative capacities that bring together affective forces from
previous events. Hence, it is also an example of how a case-
assemblage may link bodies together and how two research-
ers’ entrance to a swimming event may reterritorialize further
research capacities. By re-establishing the researchers’ possi-
bilities to do, feel and desire, the development of a research
case is an unpredictable and fluid product of a case-
assemblage that may reshape the codes of research conduct,
the view of how the world is constituted and consequently
how case studies may be performed in various directions.
However, it also shows the reverse, namely, how molecular
forces within the case-assemblage may deterritorialize the
research desire and at least for a moment cut all these posi-
tions (including the case definition) loose on a “line of flight”
(Deleuze & Guattari, 1987, p. 277).

The affective flow associated with a case-assemblage
reflects one of the most important assumptions in the afore-
mentioned description of traditional case studies, namely that
research interests and definitions of specific cases may not
emerge solely because of some gap in previous research or
that the researcher is fascinated and curios of a specific phe-
nomenon. The desire to explore a case is simply not based on
a lack of knowledge or some individualized eagerness.
Rather, the desire to explore is based on assembled creative
forces that produce research capacities. While the desire to
explore affects all other components in the event, it also pro-
duces interested bodies. In this perspective, neither research
interest nor cases can be understood as pre-existing things, but
produced out of the components in a case-assemblage.
Researchers are therefore not so much interested in a prede-
fined case, but become interested in relatively unforeseen
cases during the process of exploration.

This in turn, troubles the very notion of predefined bound-
aries as well as the existence of underlying and overlying rea-
lities in traditional case studies. A new materialist case study
does not begin with predetermined identifiable boundaries
between conventional key terms i.e. context, case and
embedded units of analysis. Rather, the plane of immanence
provides a terrain where the boundaries (if any) are emergent
within the event under study. Methodologically, this is a shift
toward co-produced case studies and away from transcendental
approaches of conventional case study designs. Practically, the
key terms of a case study firmly shift from the context, case and

embedded units of analysis to case-assemblages. In contrast to
conventional case study methodologies, the concern is no lon-
ger with what spatial or activity-based boundaries there are, but
with the affective flows, interactions, desire, feelings and capa-
cities of action within a case-assemblage that produce research
interests, and hence cases (cf. Deleuze, 1988).

The traditional idea of a case as closely related to the
specific interest of a researcher, research identity and the
researcher’s affiliation to a specific research field is thus radi-
cally re-conceptualized as a co-produced interest emerging
from the flow of affect in a case-assemblage. Following this,
new materialist case studies may come into existence in two
ways. First, their emergence has to do with the process of
deterritorialization. The flow of affect within an event may
be nomadic and encourage unforeseen movements. Bodies
come together and produce new and unpredictable capacities
in each other, different research desires, curiosity, research
interests as well as an amount of other capacities not normally
related to research at all. These nomadic- and consequently
minor case studies has nothing to do with constrained activities
like filling out a gap in previous research or satisfying a pre-
determined research interest. Rather, these studies produce
occasional and unexpected cases that are of specific interest
to typically many more bodies than the researcher and perhaps
the current research field. However, new materialist case stud-
ies may also come into existence by molar and aggregating
flows of affect. These affects successfully restricts the produc-
tion of research interests and hence the production of cases.
Instead of releasing curiosity and desire to produce occasional
cases, these affects tend to organize the case production in
agreed and predictable schemas. Thereby, territorialized cases
direct research desire toward a narrow range of research capa-
cities, and by doing so they also lose their nomadic character.
Deprived of their fluidity, they are no longer able to escape
methodological biases such as predefined cases.

In this section, we have tried to explore how the design of
traditional case studies change when it is opened up the new
materialist ontology of immanence. We also suggest a lan-
guage and an environment for Deleuzian-inspired “minor case
studies” that turn the focus away from researchers as subjects
and sole owners of research interests and toward the affective
flows within a case-assemblage. Minor cases emerge not as
specific interests to the researcher, but as co-produced entities
of affective flows between human and non-human bodies. In
the last section, we will discuss how minor cases challenge
epistemological conditions included in the established body
of case study research, along with other challenges raised by
the plane of immanence.

Discussion

Our intention in this paper has been to explore how the design
of a traditional case study change when it is opened up for the
new materialist ontology of immanence. Hence, we shift the
focus away from single researchers and their abilities to define
proper cases, and toward all components in the event under
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study, and pay attention to their relations, how they assemble
and produce flows of affects, research desire and consequently
new minor cases. To do so, we set out the case-assemblage as
the environment where minor cases emerge. This immanent
terrain forces us to give up static properties of traditional case
study methodology in favor of the analysis of how research
desire is produced as well as how it changes in processes of
territorialization and aggregation. One of the most prominent
consequences of this terrain is that cases may no longer be seen
as stable entities possible to define in advance. Rather, cases
always emerge from the affective flow between the compo-
nents in the event under study. This in turn may result in an
emergent and unpredictable series of minor case productions
(cf. Deleuze & Guattari, 1987, p. 361). While the implementa-
tion of traditional case studies is characterized by homogeneity,
linearity and an academic orientation, the execution of new
materialist case studies is characterized by diversity, non-
linearity and reflexivity. When it comes to the organization
of case study design, traditional case studies are hierarchical
and tend to maintain their shape. New materialist case studies
on the other hand, are flat and mutant. Moreover, traditional
case studies solve problems in a context governed by a specific
academic community, while new materialist case studies com-
prise collaborations between temporary and heterogeneous
practitioners on problems defined in specific and localized
context of an event.

As a consequence, new materialist case studies avoid to
produce knowledge in academic isolation or in advance, but
is always a result of bodies coming together in case-
assemblages. Hence, the plane of immanence reorients the pro-
duction of knowledge in case study research to a novel and
continuous process of variation and diffusion. Ultimately, this
is a call for experimentation constructing a continuum of var-
iation around knowledge production and thus disrupting pro-
cesses of reterritorialization. At the same time, new materialist
case studies step beyond the endeavor of traditional case study
research to achieve validity. Rather evaluative categories like
extraordinary, interesting and meaningful become important.
Thereby they also dissolve the binary division of trustworthy
research/non-trustworthy research to recognize the self-
organizing properties of data itself and open up all kind of
possibilities for “becoming,” including possible cases-
assemblages, phenomena of interest, cases and knowledge pro-
ductions. The reorientation toward such productive processes
move case study research from dealing with the constant to
dealing with variation and the spreading of research interests
and case definitions more widely, and hence the production of
novel and heterogeneous knowledge without being restricted
by the methodological biases of traditional case study research.

In conclusion, we would suggest that new materialist case
studies could advantageously be designed along the features of
minor science. Thereby, new materialist case studies would
offer new possibilities to discover and explore cases as well
as the flows of affects that produce desire to research and hence
research interests. The ontology of immanence make case
study research infinitely more complex and unpredictable than

the traditional approaches discussed above (induction, deduc-
tion and abduction). Simultaneously, they are inherently polit-
ical with an intention to encourage and bring up researcher to
let go of predefined methodologies and thus open up for pro-
cesses of deterritorialization when it comes to research interests
and desire to explore various cases. Thereby they challenge
methodological territorializations of any kind, and supports
lines of flight that put an end to privileges of researchers’
knowledge, in all bodies involved.
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Introduction

In the social sciences of sport, traditional case study methodology is quite common. Often,
we conduct case studies as empirical in-depth investigations of context specific phe-
nomena that are of specific interest to ourselves (see, e.g., Barker-Ruchti et al., 2019;
Edmonds, 2020; Ketokivi & Choi, 2014; Longhofer et al., 2017; Puddle et al., 2019; cf.
Yin, 2009). In focus are objects of our perceptions that in turn constitute cases that we
want to explore in order to fill various gaps of knowledge. As researchers, we are driven
by curiosity, desire, or what we in this paper call research interest. Without always being
clearly stated, though, the proceedings within which our research interests emerge often
include vertical productions that can be related to Aristoteles’ conceptions of episteme
and phronesis (cf. Flyvbjerg, 2001; Irwin, 1999). Along the epistemic thread, our research
interests are established by ourselves and the specific academic communities we belong
to. As researchers we are authoritative and define research interests strongly linked to our
overall research field and its cultural-political ideas of what “new” knowledge that is
needed. In this way, the production of research interests is downward and preserves the
sociocultural order of the field and from there supports a wider social and political order.
Along the phronetic thread research interests are shaped and set in collaboration with
others, that is, “extra-academics” (Burawoy, 2005) outside the academic field, and only
then they become objects of our perceptions. As researchers, we obtain knowledge from
extra-academics and are loyal to that knowledge. In this sense, phronetic interest pro-
ductions are upward and may resist the overall research field and its quest for a specific
social and political order. The reason for producing such research interests is to give extra-
academics voice regarding what new knowledge that is needed. Thereby, the intention is
to challenge the existing cultural and political order in the field.

One difference between epistemic and phronetic case study research is thus for whom
knowledge is produced (Burawoy, 2005; cf. Lee, 1976). While epistemic case studies are
directed to an academic audience, phronetic case studies are addressing people outside the
academic field. Another difference is for what knowledge is produced (Burawoy, 2005; cf.
Lynd, 1939). In this regard, epistemic case studies are interested in the ends, while
phronetic case studies are more concerned about the means to reach these ends (cf. Weber,
1978.). What is rarely discussed, however, is that in both epistemic and phronetic case
studies, we often try to save ourselves from criticism of credibility by protecting defined
research interests (and cases) from external influences during the ongoing exploration.
Nor is it noted that epistemic and phronetic case studies tend to maintain an “anthro-
pocentric” (Braidotti, 2006:40) conception of the human and the human individual as a
privileged locus where research interests appear (along with other aspects of the research
process). Once the planning phase is over, we are politically conceptualized as subject-
positions based in mandatory excellence, isolation and homogeneity that in turn con-
stitutes academic power, institutionally, experientially, and discursively. It manifests
within an execution culture that regards the gap between researchers and all other entities,
human and non-human, as normal, convenient and plausible.

Even if the perspectives of epistemic and phronetic productions of research interests
may serve as a satisfactory basis for discussions about for whom and what various
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knowledge is produced, it may also be argued that these cultural models of interest
production have relegated the evolvement of research interest, desire and the physicality
of research practice during ongoing explorations to the status of largely unexamined
backdrops to ethical discussions of power relations. One reason is that the production of
predefined research interests embraces a considerable amount of power forms that may
control the (life) processes of the event under study. For instance, our cognizance,
awareness, and attention to specific phenomena easily become factors for the transfor-
mations of the event and hence the organization of concrete elements within the event.
Drawing on Foucault (1981), Rainbow and Rose (2006:204) perhaps would call these
forms of power “biopolitics.” At the same time as we as researchers are considered
qualified to maintain predefined research interests, there is a significant risk that we in the
name of credibility will exercise strategies to influence the existence of these phenomena
of interest. Not least to be able to find answers to the right questions which is absolutely
crucial in relation to most of today’s research funders. Phenomena of interest simply risk
to be regulated under our truths and within discourses we speak.

In other fields, similar dilemmas of the prioritized position of researchers have
generated an increased interest in anti-dualist materialist approaches that provide on-
tological status not to researchers as conscious subjects but to pre-human elements that
interact in a web of forces, that among other things produce various bodily capacities in
researchers throughout the inquiry (see, e.g., Osborne, 2006). Important to remember,
though, is that these materialist approaches do not fully refuse epistemic and phronetic
perspectives. Rather, epistemic and phronetic perspectives are considered to be in jux-
taposition and the capacities of researching bodies to be produced horizontally. In this
paper, we want to explore what might come out of this ontological step regarding the
production of research interests in case study research on sport. Starting from a Deleuzian
perspective of materiality, we will explore research interests not as vertical predefined
phenomena, as linear consequences of academic or extra-academic research preferences,
or as related to solid cases, but as becomings in assemblages of multiple human and non-
human bodies, ideas and social formations that cut across the natural and cultural realms
of epistemic and phronetic case studies. By expanding these sociocultural approaches to a
materialist approach, we not only challenge the biopolitical control epistemic and
phronetic case studies seem to include in sustaining research interests and case definitions
through the execution phase, we also open up interest productions and hence cases for
micro-political influences. Rather than merely emerge as political results of academics’ or
extra-academics’ need of knowledge, the production of research interests become more
biological, endless, and fluid. Thus, we are interested in how the production of research
interests proceeds in various directions during the ongoing exploration of a case, and we
explore empirical data on the evolvement of two researchers’ interests in a case study
performed at a swimming event. Thereby, we provide a third, immanent, perspective on
case study research that shifts the locus of research interests away from human bodies and
individuals toward affective flows within case-assemblages (Andersson et al., 2020).
Particularly, we are interested in how various forces between human and non-human
bodies produce, but also challenge specific interests in the researchers, and hence change
the researchers’ desire to explore various cases.
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Materiality, assemblages and case-assemblages

Starting from a perspective of materiality entails that we recognize humans as one
materiality among many, and that material forces continuously produce the world (Fox &
Alldred, 2017). Given that these processes are rhizomatic and entirely experimental in
contact with the real, it could perhaps be considered an onto-epistemological divergence
to trace various Deleuzian concepts in the way we might do in this section. And, perhaps it
would be quite unethical to pretend that this inquiry is a straightforward process where we
deliberately move from one concept to another when we much more pick up speed in the
encounter with these concepts, and continuously become with these concepts. Immanence
is arguably the terrain here, which includes a rejection of two-world ontologies and their
transcendent perspectives that acknowledge privileged standpoints from which external
point of views can be taken. Hence, the often so dominant understanding that language
represents the world as well as the conventional mind-matter dualism in social theory is
put into question. There are simply no vertical orders or underlying and overlying re-
alities. Rather, Deleuze and Guattari (1994:47) describe an immanent terrain as an ab-
solute immanence and a plane. The plane of immanence is not inside anything or the
uppermost layer of something, it does not belong to anyone, nor is it dependent of an
object or related to a subject. Rather it is “a virtual, an open whole that (ontologically)
prevents absolute closure” (Hein, 2019).

Entering this terrain, we are interested in the relational character of matter, and how
matter is linked to other matter within assemblages (Deleuze & Guattari, 1988:88).
Assemblages develop unpredictably around events or actions, and comprise a web of
forces and encounters between various materialities (human and non-human bodies).
Within the encounters various affects are produced. In tune with the immanent terrain,
these affects are not in polemic and try to attack each other on disagreements, nor do they
seek consensus based solutions. For Deleuze (1988:101), these affects rather change
states and capabilities of bodies in relations by chance. Simultaneously, they are the means
by which bodies in assemblages unfold, “become” something new (Deleuze & Guattari,
1988:258), and give off new affects. Hence, the agentic capacities of bodies always
change. Within an assemblage, every affect produces new affects, like a subsequent flow
of affects that continuously produce new capacities in bodies to act and desire. Desire,
then, is a pushing and performative force that moves bodies in various directions. Unlike
the conventional use, the Deleuzian desire is not a representation of the absence or the lack
of something. Driven by affects in assemblages, desire is rather unconsciousness-
productive of actions, interactions, ideas and interests (Fox & Alldred, 2017:101) that
in extension produce new affective flows in assemblages.

At this point, we want to flag this approach to desire and how desire is produced and
produces new affects in assemblages as an important companion in our further exploration
of how research interests evolve. It is important to note, though, that Deleuze and
Guattari’s conception of assemblage differ fundamentally from the conventional English
understanding of assemblages (Nail, 2017). While the conventional understanding of
assemblages means the union of two things or things gathered in units, the Deleuzian
understanding of assemblages means arrangements of heterogeneous entities. Not paying
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attention to this difference brings at least two implications that may jeopardize the
ontological understanding of immanence that Deleuzian assemblages comprise: First, the
emphasis on the multiplicity of entities risks to be mixed up with the state of entities as
joint units and second, the emphasis on events risks to be mixed up with essences. In fact,
Deleuze and Guattari’s philosophy of immanence provides a different logic than that of an
organic whole. While a whole is defined by its intrinsic relations and each part carries out
a function that reproduces their relations and finally the balance of the whole, assemblages
as well as the elements of assemblages are defined only by their external relations. When it
comes to change, organic wholes may develop, but never change what they are nor can
their parts be re-combined without being destroyed (imagine the human body and its
organs). Assemblages (and the elements of assemblages), on the other hand, change by
being added, subtracted, or recombined with each other in never ending processes. Rather
than being a whole or a part of a whole, assemblages are multiplicities and thus
“fragmentary wholes” (Deleuze & Guattari, 1994:16).

For the social sciences of sports, the immanent perspective of materialism and theories
of assemblages are far from new. Over time, a number of authors have applied the
perspective of materiality to sport and physical culture (Andrews, 2016; Markula, 2014;
Millington & Wilson, 2016; Pavlidis & Fullagar, 2014; Pringle et al., 2015; Roy, 2014;
Weedon, 2015) and used case study design (Enright & Gard, 2016; Hordvik et al., 2019;
Thorpe & Clark, 2020). Perhaps, it would be fair to say that this materialist literature
involves a spectrum of methodological approaches that more or less embrace the theory of
assemblages as well as the complex and entangled relations of our embodied lives as
researchers. Hence, the methodological challenges of assemblage theory that require us to
think theory and method together (cf. Jackson, 2017; Mazzei et al., 2018; St. Pierre, 2017)
in order to unsettle the isolation and homogeneity of the researcher and produce different
ways of doing research have been recognized to varying degrees. Inspired by this lit-
erature, we suggest in a previous paper (Andersson et al., 2020) that out of respect for the
bodies involved, qualitative case study research in the social sciences of sports need to
challenge traditional boundaries of knowledge production and thus transgress what has
being normed as constituent of qualitative case study research. For instance, if a qual-
itative case study should align with the Deleuzian perspective of materiality it is not
possible to extract a case from its context and all the social units and circumstances that
made possible the specific case. Instead, we need to acknowledge that a vast network of
processes shapes the case continuously. In the aforementioned paper (Andersson et al.,
2020), we call these networks “case-assemblages.” When it comes to the production of
research interest we also suggest that case-assemblages, rather than individual researchers
should be in focus. Thereby, we move the production of research interests away from
individual bodies. In relation to traditional case study research, this is a radical shift that
re-theorizes the production of research interests as a pre-human affective flow within case-
assemblages that in turn produces various capacities (interests) in researching bodies.

However, case-assemblages are not just mixtures of diverse elements involved in the
research process, but just like all other assemblages (cf. Nail, 2017), they entail con-
structive processes that lay out at least three characteristics that define their arrangement.
First, all case-assemblages are networks of specific external relations. Each
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case-assemblage is defined by its own set of relations. Deleuze and Guattari would call
these relations their “abstract machines” (Deleuze & Guattari, 1988:141). Abstract be-
cause they do not really exist in the world, but consists of various relations within which
concrete elements and productions appear and become visible in the moment. Machine
because various concrete elements meet each other and where one element creates a flow
which is broken by another element. What happens in this machinery of a case-
assemblage is that things are felt, desired, and produced.

Second, a case-assemblage includes concrete elements. The concrete elements con-
stitute the visible form of a case-assemblage. Even if abstract machines work as case-
assemblages’ local conditions of possibility, they do not define the concrete elements of
case-assemblages in advance, nor do they provide them with a certain course along which
they will move. Rather, abstract machines support combinations of concrete elements and
admit the possibility of their simultaneous occurrences. Hence, abstract machines and
concrete elements are mutually decisive and immanent to each other (Deleuze & Guattari
1988:141). If abstract machines change, concrete elements change and vice versa.
Following this movement, formations of our researching bodies are always dynamic and
include relatively intense capacities to both affect and be affected. Likewise, the capacities
of our researching bodies are constantly changing. This is also why concrete elements of
case-assemblages should not be confused with essences. There are no transcendent re-
lations between abstract machines and concrete elements. Defined by constantly changing
external relations, concrete elements are only being settled at a given point.

Third, case-assemblages have agents. These agents are immanent to both external
relations and concrete elements in case-assemblages. Thereby, they are not rational
subjects making decisions without being affected by the concrete elements and external
relations of a case-assemblage. Nor are they enslaved by these features and completely
incapable of action. Rather, the agents are mobile figures able to “connect various
concrete elements together according to their abstract relations™ (Nail 2017:27). Important
to remember, though, is that Deleuze and Guattari treat agents as collective subjects of
ongoing events meaning that agents never act in first person, but rather as a collectively
immanent third-person (Deleuze & Guattari 1994:64—65) of a case-assemblage.

Within case-assemblages external relations, concrete entities and agents can be ar-
ranged in different ways. In these arrangements, they may have different opportunities to
exert influence on each other and produce various processes of change (Nail 2017). Each
potential change is a result of its network and thus the social and historical processes it is
connected to (cf. Deleuze & Guattari 1994). Deleuze and Guattari clarify that there are at
least two processes of change going on in (case-)assemblages. First, there is a terri-
torialization—deterritorialization—reterritorialization process (Deleuze & Guattari, 1988:
88-89). This process addresses how concrete elements as well as relations between
concrete elements continuously are affected by various features in their immediate en-
vironment. A territorialization appears when a specific environment of external relations
establishes a concrete element’s capacity to produce specific qualities. Imagine a stick
lying in the woods. If you pick the stick up and use it as a tool to put the sausage on as you
cook it over an open fire, the capacity of the stick simultaneously will change from a
random stick to a barbecue stick able to produce a sense of well-being, security and
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control when it comes to your cooking. The stick has become territorialized. A de-
territorialization, on the other hand, appears when an environment of external relations
generalizes and destabilizes concrete elements and their capacities to produce specific
qualities. For instance, when you have finished grilling and the stick is no longer needed
you may throw it back into the woods. In that moment, the stick changes from a barbecue
stick to a random stick. Thereby, its capacities to produce qualities also changes from
being specific to become more generalized. In its most radicalized form, the deterri-
torialization may lead to a “line of flight” (Deleuze & Guattari, 1988:277) moving the
stick towards new and unforeseen possibilities. Sooner or later, however, the stick will end
up in a new environment with a new set of external relations that will reterritorialize the
stick by (re)specifying it and (re)shaping its capacity to produce “new’ specific qualities.
It is not our intention, however, to diminish the concepts of territorialization, deterri-
torialization, and reterritorialization while they are explained. In an assemblage, there are
only co-constitutive forces. For instance, while you are working with and upon the stick,
the stick is also working with you. Hitting each other and becoming hit by each other you
simultaneously become other. Perhaps, Deleuze and Guattari (1988:249) would say that
you and the stick become with each other, you become (with) stick as stick becomes (with)
you. This implies that neither you nor the stick is defined by your internal elements.
Rather you are multiplicities defined by the number of dimensions you have. At the same
time as you gain or lose a dimension, you also change in nature. I guess it would be fair to
say that both you and the stick are composed of heterogeneous terms in symbiosis, and
that you in the encounter in the wood are transforming yourselves and each other into a
string of other multiplicities according to the threshold.

The second process of change going on in case-assemblages relates to the distinction
between molar- and molecular flows of affects produced in environments of external
relations (Deleuze & Guattari 1984:273). While molar flows of affects produces ag-
gregative effects that tend to organize concrete elements into groups by assigning them
converging identities and capacities, molecular flows of affects produce singular out-
comes in concrete elements without grouping these elements into categories or other
clusters. In the example above, the stick in the woods become aggregated into a barbecue
stick in the moment you chose to pick it up. And, as soon as your satiety makes you stop
grilling sausages and throw the stick back into the woods, the immediate environment of
external relations produces molecular affects and the stick become singularized. Polit-
ically, then, molar and molecular affects operate as two extremes in a continuum where
molar affects include systems of social organization, categorizations and standardization
of cultural norms, and where molecular affects simultaneously enable concrete elements
to resist these constraining forces. By revealing the forces that trespass concrete elements,
these affective flows enable critical understandings of power not far from the biopolitical
effects of epistemic and phronetic interest productions we discuss initially and hence how
micropolitics of power acts upon the actions of researchers. However, it is important to
notice that the process of change related to biopolitics is downward and has its starting
place in the mass of knowledge at a certain time and place, while the processes of change
related to molar and molecular affects are horizontal and start with interactions between
external relations. This shift in perspective makes it not only possible, but also inevitable
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to discover and map molecular affects, and in the extension create critical understandings
of resistance. This since various relations (social, cultural, psychological, emotional,
physical, and biological) make available new capacities in concrete elements to act and
desire and thus resist forces of territorialization. For Deleuze, this is a process of be-
coming. For us it is undoubtedly an experimentation of what is and what might become in
a case study on sport.

Dead-data and the emergence of research interests in a case-assemblage

We will now explore how the affective flows within these two processes of change
(territorialization/deterritorialization/reterritorialization and molar/molecular) contribute
to the production of new capacities of bodies to act and desire and hence play an important
part when it comes to the evolvement of research interests in a swimming event. The data
we present is drawn from observations and dialogues within a case study of this
swimming event in elementary schools in Gothenburg, Sweden conducted by the authors
in 2018-2019. Initially, our research interest was to explore how young people become
healthy by increased swimming skills. Traditionally designed along the phronetic thread,
the case was defined as the production of health in the ongoing swimming event, the
context as the overall school project within which children were supposed to learn how to
swim and the embedded units of analysis as the children and teachers involved in the
swimming education. However, in our further exploration of the evolvement of research
interest, we do not start from this upward and hence vertical approach to case study
research, but operate also in a horizontal dimension of materiality with the attempt to map
the conditions that (for the very first time) made us think differently (cf. Deleuze, 1994:
183—184) about case study research and predefined research interest, and consequently
moved our recognition of research interest out of its dominant tradition of predetermi-
nation and the human individual as a privileged locus for its appearance. Central to this
movement was the abstract machine of a case-assemblage. We pay attention to the abstract
machine of the case-assemblage because it consists of external relations, and thus en-
counters that provided us with the opportunity to catch a glimpse of how our research
interest evolved during the ongoing exploration of the swimming event. We then extend
this critical exploration to the production of research interests in general and the ex-
aggerated belief that research interests are attributes of specific human bodies (the re-
searchers) that precede studies.

So, how can the relationality and the flows of affects within this case-assemblage be
illustrated? Considering a learning event in the water involving two bodies at the simplest.
The one who learns and the one who teaches. While the affects within this assemblage are
in part physical, stimulating specific movements and swimming techniques, perhaps
producing trust and self-confidence, there are typically many more relations in a case-
assemblage than just the two bodies. Except other relations linked to the physical learning
event such as personal and cultural contexts, past events, water, codes of conduct,
memories and experiences and so forth, there are at least two other bodies involved in a
case-assemblage, namely, the body of a researcher and the body of traditional case study
methodology. Even if these relations are in part physical, they are also sociocultural and
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psychological creating anxiety, curiosity, pride, distance, uncertainty and so forth among
the researcher. Consequently, the case-assemblage comprises at least four bodies, the
learner, the teacher, the researcher, and the body of traditional qualitative research.
Moreover, it comprises physical elements such as water, social norms, past experiences
and circumstances, personalities and expectations.

However, of far more interest than simply listing these external relations are the
changes of capacities and states produced by these relations within the case-assemblage.
Such changes of bodies and the micropolitics they reveal will help us to map how our
research interest transformed from being considered predetermined and of particular
interest to us into a becoming with all the elements in the swimming event. Despite that
the body of traditional case study methodology did its best to territorialize us and force us
into a relative stable form of recognizable case study research and apply what we had
learned from academic textbooks and university courses, the encounter with the
swimming event was quite confusing. For instance, while we tried to stay focused on
gathering the data we needed to answer the predefined aim of our study (to explore how
health comes into beings with increased swimming skills, and with what effects?), new
questions came cross our bodies quite uncontrollable. The children did not seem to learn
to swim in the way we had expected. Nor did the teachers act in the way we had foreseen.
While the children often perceived the water too scary, the teachers acted much more
caring than we could ever imagine. We also discovered that for some of the children,
increased swimming skills were not the obvious goal of the swimming event. An 11-year-
old girl found other capacities just as important to develop:

The most important thing is to learn to trust others, only then can you learn to trust yourself. If
you don't trust yourself, it is very scary to do things you don’t know how to do. Today, for
example, we have jumped from the edge of the pool without knowing how to swim.

At that moment, curiosity was created in our researching bodies about what was really
going on in the pool. This desire to know was further reinforced by another 11-year-old
girl who was unsure of what grade she would receive next year for school physical
education because she could not swim. Nevertheless, developing swimming skills was not
her only focus during the swimming lesson. She was also paying attention to various
challenges and to build pride in herself by overcoming these challenges.

I always feel so proud in the afternoons when I leave this swimming education because I have
always done things I never thought that I would do

On these occasions, our desire to explore specific phenomenon changed rapidly in
various directions. Before we even knew it, we wished to explore both how young people
become confident- and how they become proud with increased swimming education.
These changes not only felt fun and positive, they also created uncertainty in our re-
searching bodies. Questions like, what are we really looking at? Are we paying attention
to the right things? And how do we know what to focus on? Immediately turned up. In
retrospect, we appreciate that these occasions were encounters that provoked our
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understandings both regarding the development of swimming skills and the privilege of
researchers to hold on to specific predefined phenomena of interest in a case study, and
that it was in this moment we started to perceive our presence at the swimming event
differently. We were not in a controlling position anymore. And, we were certainly not
alone in deciding what phenomena to observe. It was like our eyes were becoming
increasingly cloudy and we could only see clearly for short moments. Sometimes, it felt
like we could not see anything at all. And, if so, what was it that we saw? Was it a real
phenomenon or a fictional one? Did it exist or was it an imagination brought into existence
like a creation? At the same time as we realized that the data was not only “dead-data”
letting themselves be understood in a predetermined manner, our research interest became
increasingly unspecified. Moreover, we began to doubt our possibilities to make ob-
servations on data. The volatile images we managed to catch in the swim event were rather
created in collaboration with data, which in turn forced us in to a situation of what we may
call creative observations. Creative because we associated these observations with
movement, and within which we increasingly seemed to lose our position as subjects and
instead become the ones who got things moving by highlighting interesting phenomena
produced in various interaction in the swim event. However, this was not an easy process
and it certainly did not happen without resistance. Along with the traditional body of case
study research, the physical environment with swimming pools and benches to sit on
beside the pools repeatedly tried to (re)territorialized our researching bodies into tra-
ditional observers as well as experts regarding swimming education. One swimming
teacher honestly apologized for addressing one of us as we sat on benches on different
sides of the pool:

I shouldn’t really bother you while you do your observations, but what do you think about the
swimming education so far? What exactly are you looking at? And, do you think we are
doing alright, or can you give us some advice so that we can improve?

While answering politely by giving a brief explanation of what we were doing and
what we have noticed so far, this conversation also led to a friendly chat about research
approaches. Was it appropriate to have a conversation like this with the “data” during the
observations, or not? And, how would such a conversation be considered by other re-
searchers? Even if the talk between us was easygoing, it was also a reminder of con-
ventional research and the importance of being able to perform research that is considered
rigorous and trustworthy by others. Our concern probably arose because neither we, nor
researchers in our vicinity, seem ready to trouble the notion of one-directional relations
between researchers and “data” and ultimately give away some control to “data” during
the exploration phase. Due to the slow drip of neoliberalism (including market-orientation
and expectations of increased productivity and cost-efficiency) as a normalized pattern of
interactions, we often lack time and work with limited financial resources, and hence we
prefer to stay safe and conduct epistemologically tailored data collections that are just as
large as they need to be in order to answer specific research questions. Thereby, we are
also accustomed to focus more on the procedures of data collection and data analysis and
less (if anything) on the roles of data. Rather than being an aspect of production, data is
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thus habitually treated as a distant object possible to possess. From a materialist per-
spective, this is a severe limitation of data that tends to further limit our capacities to
produce knowledge. Rather, we are suggested to shift focus from acting on data to the
workings data is doing on us and thus destabilize the roles of both data and ourselves and
in extension become with data. However, the physical effects of data as always knowable,
fixed and certain combined with the status the very research title seemed to entail further
stabilized and ranked the bodies in terms of physical attendance in the research process.
The one who learned and the one who taught were participating in the water while the
body of established qualitative methodology and the researching bodies sat on the bench
and watched the show, even though the latter no longer were sure of what they were
looking at, or what roles they were undertaking.

In this process, however, various material components in the swimming event
somehow took action and external relations within the case-assemblage affected our
researching bodies into positions where the given concerning development of swimming
skills and emergence of research interests no longer sufficed. The familiar landmarks of
our thoughts regarding case study research began to fall apart and we felt like we lost our
orientation for a while. As concrete elements, we were in a process of deterritorialization
and our capacities to produce specific qualities were both generalized and destabilized. No
longer able to define a long-lasting research interest and consequently a solid case, it felt
like the conventional approach of phronetic case study research started to undo itself. To a
large extent, however, the assemblage we inhabited comprised ready-made methodo-
logical designs and normative forms of thinking that did their best to prevent us from these
liberating forces. The main objective seemed to be to maintain credibility, validity and
stability. Among other things, this representation of conventional thinking also constantly
tried to make us (re)define the case, its context and its embedded units of analysis into
spatial and activity based boundaries. The case was (again) defined as the production of
something (health, confidence or pride) in the ongoing swimming event, the context as the
overall school project within which children were supposed to learn how to swim and the
embedded units of analysis as the children and teachers involved in the swimming lesson.
Micropolitically, these interactions produced formal and informal hierarchies which
further reinforced the gap between the researchers and all other material components as
normal, and who might have the right to define and investigate whom, and consequently
the right to define what phenomenon that is of specific interest to explore. The researchers,
the context, the case, and the embedded units of analysis were all assigned different roles.
It also produced limited research capacities in that our researching bodies were focusing
more upon doing the right things and not challenging existing arrangements, than in-
teracting and exploring the ongoing swimming event by following the rhythm of
occasions.

The traditional body of case study research (re)territorialized our researching bodies
and again ascribed value to traditional case study designs. The playful and friendly
exchange of ethical and methodological remarks with peers as well as the competitive
posturing of qualitative research in general sustained us within this position, aggregating
our research into what many qualitative scholars would describe as rigorous and
trustworthy. As aforementioned, however, not all occasions at the swimming event were
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aggregative. Sometimes, singularizing affects derived from disrupting encounters during
the observations and imposed themselves on our thoughts. Simultaneously, these affects
effectively generated new relations that completely changed our understanding of re-
search interests and how they evolve. This was not a smooth awakening, but rather
turbulent to our researching bodies. For instance, we experienced such a turbulent en-
counter when we realized that the production of knowledge in the swimming pool was not
one-directional, but at least two-directional if not multi-directional. The one who was
supposed to teach also learned and the one who was supposed to learn also taught. An
example of this is when a girl would learn to float and the swimming instructor habitually
holds her hands under the girl’s shoulders. After a short moment of panic and fear, the girl
placed her hands on the swimming instructor’s arms and as a response to that movement,
the teacher moved her whole body closer to the girl’s shoulders. At the same time as the
girl learned how to float, the teacher learned that physical contact and closeness were
important for the girl to feel safe in the water. In relation to this, the swimming pool also
had different meanings. One moment it was an arena for a child’s education, the next
moment it was an arena for the instructor’s further training and the development of the
swimming education in general. When it comes to case study research, these specifi-
cations were not only non-aggregative regarding case study research, but produced
capacity generalization and thus a deterritorialization of our predetermined research
interest opening up new possibilities for action and interaction with various material
components in the swimming event. In this moment, the research interest also became an
experimental tool born out of the materiality of a case-assemblage. Simultaneously, we
realized that this was a “line of flight” propelling that once we have entered the terrain of
immanence research interests cannot be known in advance and regulated by gaps in
previous research or by extra-academics’ predefined need for knowledge nor can they be a
plan or starting place. Rather, they are emergent and evolving and have to be uncovered in
fragments in collaboration with all other material components during the ongoing
exploration.

Collective production of research interests

The analyses above demonstrate that research interests are areas of material affects that
refuse to be reduced to expressions of the single body of a researcher or collaborations
with extra-academics during the planning phase of a case study. Rather, our materialist
perspective shows that data and other material components that researchers encounter
during ongoing explorations seem pretty much alive and claim to be party to the pro-
duction of research interests. Perhaps this is also what Koro-Ljungberg (2016:48) implies
when she writes about “methodological fluid spaces,” “data-wants,” and “data’s desire” to
enable researchers to think differently about the relationship to data, and what Safron
(2019:6) suggests when she encourage us to re-imagine what matters in inquiries through
an affective lens. In company with these lines of thought, we illustrate at least some of the
complex relations that surround the evolvement of research interests in a case-assemblage
at a swimming event. And, while Hickey-Moody (2013:82) argues that human bodies are
extensions of substances and constantly re-make themselves through their relations,
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interests and actions in the context which they live, our findings indicates that relations
between researchers and other material components are not stable but constantly in
change and affected by processes of territorialization and deterritorialization as well as
molar and molecular flows that aggregate and singularize bodies that at least sometimes
cut them loose on a line of flight regarding research interests and how they evolve.
Following these analyses, research interests evolve as causes of interactions between
various bodies, and the process of researchers becoming interested is placed in the middle
between these bodies. Yet, one interest does not become the other; a research interest
evolves between the bodies. Hence, the evolvement of research interest is an issue of
assembled relations in a “case” that produces various desires to explore. Informed by our
collective thinking with Deleuze (1987:361), Jackson (2017), St Pierre (2017), and Fox
and Alldred (2017) we call this a multiplicity and a “minor case” (Andersson et al., 2020)
where all components in an event come together and (among other things) produce
various research interests. Important to remember though, is that these interests in our
bodies do not emerge from cognitive decision making. As Mazzei et al. (2018:5) imply,
we are no subjects who speak from positions of knowers or act independently of as-
semblages. Rather, the desire to explore produces specific capacities in researching bodies
to act and engage in various phenomena, be it an interest, frustration, curiosity, or
something else. At the same time as the desire to explore a phenomenon makes other
affects flow in the “case” under study, it is also the force that drives researchers as well as
research interests to become other.

This materialist analysis challenges traditional case study methodology and its pre-
defined cases that are of specific interest to the researcher by suggesting that the pro-
duction of research interest are far more complicated than epistemic and phronetic
approaches reveal. Instead of treating research interests in ongoing case studies as linear
results of predetermined research focuses and risk to end up in situations where even the
most sincere intention of equal knowledge production in phronetic case studies seems to
be depended on the idea of solid cases, we need to go further and consider research
interests as collective productions that evolve throughout the research process and thus at
a socially just level (Strom & Porfillio, 2019:3) of actions and interactions in case-
assemblages. Ultimately, we enroll ourselves into a dialogue about the importance of
thinking with theory in qualitative research (see, e.g., Jackson & Mazzei, 2013:261;
Lather, 2007; Ringrose, 2019:2; St Pierre, 2009), and we (re)orient research interests and
case productions beyond method and methodologies to an engagement with an immanent
philosophy of inquiry (Giardina, 2016:262). The non-linearity of interest production is
made up by a web of forces and encounters between various affects deriving from nature
and culture, including the physicality of water, the culture of traditional methodology,
grades, curriculums, and the awareness of bodies. Despite that the body of traditional
methodology tending to position the researchers as subjects, it seems pretty clear that
affective flows in case-assemblages also comprise deterritorializing as well as singu-
larizing effects that occasionally release the researchers from being territorialized in
conventional case study research, and thus from being based in mandatory excellence,
isolation and homogeneity when it comes to maintaining a research interest. The re-
searching bodies simply break free from the aggregated form of “researchers” showing us
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that even though epistemic and phronetic research often is strongly limited in execution,
there are always affective forces making it possible to become other and participate in
more equal processes of interest production. It should be mentioned, though, that letting
the material components of the research process take action and equally participate in the
creation of “new” research interests like we do in this inquiry, is not a solution to ethical
problems of academic power dimensions in case study research on sports. Like Fullagar
(2017:248) implies, the field of sport (as well as the fields of health, exercise and leisure) is
“governed by range of normative assumptions” and hence an interplay of forces that
include policy narratives, institutional contexts, disciplinary conventions, and academic
traditions. Nevertheless, the engagement with re-imagine and change the production of
research interests in accompaniment with the Deleuzian philosophy of immanence is
important to the extent that it offers an opportunity to perform research otherwise,
transgress what has been normed (Kuby et al., 2015:141) and thus become interested in
“new” phenomena along with other material components involved in the ongoing
exploration.
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Responsibilities beyond
professional obligations and morals
in physical education, sports, and
research

What I put forward is that predetermined processes of involvement and
participation do not guarantee inclusion. Despite the overall mission to include all
students in physical education, recent studies show that some students still
experience exclusion and a sense of not fitting in (see e.g., Azzarito et al, 2017,
Barker et al, 2014; Fitzpatrick 2019; Larsson et al, 2011; Walseth, 2015). Similarly,
studies of sports demonstrate that many children and youth shift away from
organized activities towards self-organized and sedentary activities (see e.g., Harris
etal. 2017; Eime et al. 2019; Norberg 2020). And unfortunately, research does not
seem to be an exception. Even if many forms of qualitative research call for
collaboration outside academia, we are still doing a lot of research on various
people, and not so much with them. In the encounter with my notes about the
process where Amira learned to float, these realities inspire me to confront the
insufficiencies of our conventional images of thought, and raise questions about
whether the undisputable framing of physical education, sports, and research as
transcendent and supreme elements, to which we seem bound in our thoughts and
our ethics, is precisely part of the problem? Perhaps, the crisis of inclusion in

physical education, sports, and research is also an ethical crisis?

I am worried that our processes of inclusion have suffered extensively in step with
the emergence of neoliberal movements in physical education, sports, and
research, creating even narrower views as to what constitutes inclusive processes
and perhaps responsible teachers, coaches, and researchers. At the same time as
we are facing increasing financial difficulties, we seem to be encouraged to perform

more and more decontextualized, disengaged, and temporal teaching, coaching
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and research in order to achieve easily attainable outcomes, faster deliveries, and
other cost-savings. In physical education, for instance, it does not seem to help
much that the school subject has received an extended timeframe in recent years.
Increased congestion in the gyms/sport halls (rooms equipped for physical
exercise) and attempts to maintain the image of a professional profession through
collegial collaboration where teachers encounter other teachers and deliver within-
professional decisions rather seem to complicate the processes of inclusion. And
perhaps swimming education (as the only terrain in the syllabus with clearly stated
requirements when it comes to goal fulfillment) goes even further? When Amira
takes part in the swimming lessons offered in physical education, she does not
meet a teacher in physical education. Rather, she encounters a swimming instructor
who is employed by the swimming arena and who has been trained to follow an
established ten-stage model that clarifies how students most effectively learn to
swim. And, I guess she is not the only one. In physical education, swimming seems
to be increasingly taught by external instructors from other areas of employment,
and we tend to rely more and more on ready-made models for teaching (and
learning). Perhaps expertise in physical education issues has shifted much more to
an emphasis on quick fixes, reliable methods, and certain results? I have noticed
similar evolvements in sports and research. Training of professionals who
specialize in specific terrains of thought, and as a result steadily add to the sum of
knowledge within their particular subject area. We need rapid solutions, and we
really do not have time to get lost on our way towards expected results. For me,
then, the financial tensions that currently spread throughout physical education,
sports, and research expose wider assumptions of what kind of professional acts
are needed. They also inspire me to consider what professional acts I want to be
part of, and give me the opportunity to invite you to a broader dialogue where we
perhaps re-think our professional responsibilities as teachers, coaches, and

researchers?

Is it possible that our professional responsibilities do not end with our duties? And,
that our professional responsibilities are broader? Just like professional knowledge
(knowledge about best praxis, knowledge about how to design activities,
knowledge about subject-specific traditions, knowledge about important activities
to come), I guess, professional responsibility can be viewed in different ways, and
include both teachers, coaches ,and researchers for whom physical activity is one
of many activities used to achieve something else, teachers coaches, and

researchers whose content area is physical activity, and many others in between.
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Thinking with professional responsibility on a continuum like this may encourage
complex understandings of physical education, sports, and research as well as their
processes of inclusion. Perhaps it also helps us to resist firm beliefs and certainties,
and thus learn new things in uncertain situations? And speculate about whether
today’s complex and uncertain processes of inclusion in physical education, spotts,
and research require new professional responsibility? A professional responsibility
that puts conventional physical education, sports, and research out of order, and

causes confusion in fixed professional identities?

In the contexts of physical education, sports, and research, professional
responsibility is often a moral issue. It is about doing the right things to achieve
predetermined goals and expected results (see e.g., Burgess 2013:12; Macdonald
2014; Quennerstedt 2019; St. Pierre et al. 2018). It is our duty to take responsibility
and do our very best to move our operations as directly as possible from one point
to another without, for instance, faking any results or harming anyone. This is also
where our ethical commitments often come into play. Ethical commitments
following from morality and binary opposites (this is right, this is wrong). It is our
ethical professional responsibility (and duty) as teachers, coaches, and researchers
to be honest and protect our participants from harm when engaging in our
activities and moving towards predefined results. Sometimes, we are even expected
to report on this to various ethical review boards. When it comes to sustainable
inclusion, however, I think it is important to discuss our extended professional
responsibilities in physical education, sports, and research. Professional
responsibilities beyond honesty, achieved results and protection of participants.
And, it is not my intention to introduce a binary relation between traditional and
new professional responsibilities. Rather, I suggest that professional responsibility
in physical education, sports, and research may include more than honesty,
fulfillment of predetermined goals and protection from harm. I want to introduce
a dialogue that opens up for complexities and do not reduce professional
responsibilities to single commitments. And perhaps, Deleuze’s idea of bodies as
relational categories, and their constant becomings in encounters with each other
may serve as a helpful conceptual way to problematize narrow views of traditional
professional responsibility related to moral obligations in physical education,
spotts, and research, and elaborate on a novel professional responsibility that
extends beyond the current assessments of physical education, sports, and

research?
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For Deleuze (1988:17), bodies can be defined by their capacities for being affected
in the encounter with other bodies. Each body can be seen as a centere through
which various actions and passions are expressed. And, this should not be
confused with some conventional individualism. Rather, Deleuze (following
Spinoza) is interested in how affects are distributed through bodies and in how
affective bodies influence each other and open up for new actions and relations.
When the swimming instructor and Amira encounter each other in the water,
Amira’s panicked movements when she gets water in her ears make it possible for
the swimming instructor to change her physical position and get closer to Amira.
The swimming instructor’s physical nearness also makes it possible for Amira to
relax and float. It is the situation where Amira becomes a floater. She is floating.
However, far from all encounters increase capacities in our bodies. Perhaps they
may even reduce our abilities to act. I wonder, what happens when students are
told to step aside because they do not behave properly during a swimming lesson?
Or when swimming instructors are criticized by their colleagues for not following

a previously agreed method of swimming? Do we silence them?
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I also wonder if our rowdy students and incomprehensible colleagues (whom we
so easily reject) possibly have something important to say? Important for them,
and us? For Deleuze, affective flows between bodies are also about ethics. In this
situation, ethics is not so much about the question of right and wrong, nor is it
about performing specific activities to achieve pre-determined results. These
practices are much more related to morality and the prevention of the emergence
of new modes of existence. Rather, Deleuze (1997:135) wants us to avoid the
application of transcendent criteria because these procedures can diminish the
productive potential of our encounters in such a way that our opportunities to
think novel thoughts are reduced to what is already known. Instead, Deleuze
suggests that we should expose ourselves to immanent encounters within which
we bump into various bodies and are bumped into by various bodies, and where
various forces are produced and give rise to various bodily experiences and guide
our lives in so far as they crystallize into ideas. And, to let our bodies enter into
composition with each other does not imply some logic of consensus, nor does it
indicate a situation where one body is taken over by the other. An immanent
encounter is much more a collective innovation that, at least sometimes, inspires
us with joyful passion and opens up for novel thinking and living. Ethics, then,
strongly relates to the logic of becoming. Since our bodies are continuously shaped
by the relations they are involved in, I guess there are no bodily essences, but just
becoming bodies. And I strongly suggest that we must assume that we cannot
know in advance how our bodies will affect each other, and that we need to be
brave enough to rely on the encouraging speculation that we do not yet know what
we might become. Nor do we know in advance what our (and other) bodies can
do. We simply have to wait for them to show us. When the swimming instructor
encounter Amira in the water, her professional responsibility is not so much about
various judgements related to pre-determent results but rather bringing into
existent another Amira, another physical education, another swimming instructor,

another me and (perhaps) another you.

The swimming instructor do not employ a simple extension of traditional
professional responsibility and make it include more aspects usually excluded from
it. As I see it, she invites us to shift terrain in our thinking. And, move beyond an
additive logic that tend to leave other key elements like meaning, consciousness
and language intact (cf. Buchanan 2015:388). And for me, this is important. By
merely adding, and not transforming contents and viewpoints, I guess the practice

of inclusion in physical education, sports, and research would only reproduce “the
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great divides” (cf. Thiele 2014:209) it aims to undo. Sometimes the immanent
encounter provided by Amira and the swimming instructor inspires me to talk
about individual and collective inclusion. I have done that several times by now,
and while the logic of individual inclusion envisions the individual as external to
the predetermined context in which he or she is expected to be included, collective
inclusion implies mutual inclusion and pays attention to individuals” immanent
relationships with both pleasant and unpleasant changes of our activities in
physical education, sports, and research. Here, physical education, sports and
research are not pre-determined. These phenomenon are rather sited at the level

of creation, and hence becoming in relation to various bodies involved in them.

Perhaps, it is in relation to collective inclusion and its close connection between
ethics and becoming that we can possibly catch a glimpse of what I call
professional-ethical-responsibility. When the swimming instructor encounter
Amira in the water, she has no intention of either maintaining or dismantling the
pre-determined ten-stage model for swimming lessons. Her focus is much more
on Amira, the water and perhaps me in the stand. I am not sure if she even notices
that she deviates from the ten-stage model in the situation where Amira learns to
float. And, that the ten-stage model just become one of many elements that affects
her (and become affected by her). In tune with other authors (see e.g. Hynes 2013),
she challenges my conventional thinking of ethical responsibility organized as a
something caused by pre-existing subjects or agendas. In the encounter with
Amira, I guess the swimming instructor do not perceive any ethical demands
placed on her as a subject. Her professional-ethical-responsibility do not pre-exist
the swimming event. It does not evolve from some exercise in subjective reflection
on a predetermined swimming lesson, but from the encounter with Amira which
seems to transform her professional thoughts far beyond collegial collaborations
related to duty.

Perhaps Amira and the swimming instructor offer us a non-professional-ethical-
responsibility? For Deleuze and Guattari (1994), this would not be a negative
evolvement. The "non- professional...” does not mean the lack of professional-
ethical-responsibility. Nor is it about the denial of professional- ethical-
responsibility. Rather, it is about the action of becoming more extensive in the
encounter with other’s thoughts (Deleuze and Guattari 1994:218) and opening up
our conventional thinking of professional responsibility to immanent forces in

encounters with others. Sometimes I even call this extra-professional-
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responsibility. In a similar way, Todd (2003:141) puts forward that responsibility
is produced in our relations and cannot be reduced to just cohering to pre-defined
principles that we apply to recognized situations. For me, then, professional-
ethical-responsibility in physical education, sports, and research concerns
potentialities and what might come into being much more than what is. As
teachers, coaches and researchers we cannot be blindly led by obligations to which
we are morally and legally bound. Rather, we need to be vigilant about established

knowledges so as to not just make progress in our own groove.

In this situation, professionalism in physical education, sports, and research also
takes on another accent. There is no transcendent position from which collegial
professional thoughts may be introduced. As relational bodies, we are always in
the middle of other bodies (students, colleagues, athletes, datas and so on) and we
become professional bodies through these interactions. While our traditional sense
of professionalism might be that we (as collegial collaborators) are professional
within and for physical education, sports, and research and that these terrains set
the rules for what is professional conduct and not, the swimming instructor implies
another professional relation where she believes in Amira as much as she believes
in physical education and the ten-stage model for learning to swim. She encounters
Amira as she is and does not look so much for what is acceptable and unacceptable
behaviour. Even if the caring and welfare-oriented form of relationship that
historically has attached many of us to physical education, sports, and research
perhaps have been broken for a long time and replaced with financial concerns, I
guess the relationship itself is not, and the swimming instructor indicates that novel
forms of it still can be created. In the midst of educational certainties, pre-defined
teaching methods, goal fulfillments and students, the swimming instructor brings
forth the possibility of new occurrences of professionalism that reconnect our

thoughts with the affective flows that make them creative.

It is a professional-ethics that strongly interfere with my traditional thinking of
professionalism. A professionalism that supports and maintain the image of
physical education, sports, and research as discrete and autonomous terrains by
acting in accordance with well-defined moral duties. And the swimming instructor
show us that professional behavior does not have a pre-defined starting point
beyond the encounter with our participants and from which professional thought
would begin. The swimming instructor is much more fascinated by the outside of

the ten-stage model and invites every entity in the swimming event to participate
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in its creation. Perhaps Deleuze and Guattari (1988:240) would say that she
introduces a professionalism before the ten-stage model as well as physical
education, sports, and research. Rather than being a matter of recognition
continuing to maintain binary relationships between the ten-stage model and
Amira, she indicates a professional-ethical-responsibility that is much more about
processes of becoming. Theorized like this, professional-ethical-responsibility
always involves multiplicities. It may very well be that various bodies (teachers,
students, swimming instructors, researchers, etc.) within these multiplicities
valuate professional-ethical-responsibility differently. And, it is possible that these
bodies (and others) extract from professional-ethical-responsibility specific
characteristics. Teachers and swimming instructors may need professional-ethical-
responsibility characteristics to classify the students” performances. Students may
need professional-ethical-responsibility characteristics to evaluate the teachers’
themselves. And, researchers may sort professional-ethical-responsibility
characteristics according to their similarities and differences. But, as you have
perhaps already noticed, the swimming instructor does not seem very interested in
characteristics. What interests her is rather modes of extension, spreadings,
occupations... I guess we are all multiplicities, no matter if we are teachers, coacher,
researchers, or students. We are not fundamentally characteristics or a particular
number of characteristics. We are teach-ing, choach-ing, research-ing, student-ing
and so on. What is a lecture on sports independent of the people we want it to
address?

It is precisely in this situation that the swimming instructor encounters Amira. She
does not become with Amira without a fascination for multiplicity. A fascination
for the outside of the ten-stage model, physical education, coaching and research?
A fascination with Amira. Amira is in her. Amira is through her. Amira is in the
intervening spaces of her disrupted (professional) self. Simultaneously, I guess, a
command of vital importance wells up in her. Teach like a student... or do not
teach at all. This affect is not a personal feeling, nor is it a professional
characteristic. It is the effect of the multiplicity (and perhaps the execution of its
power) that disrupts and re-organizes her professional self and make it real (if only
for an instant). It is the violence of the encounter with Amira which up-root her
from the established ten-stage model and invite her to fearsome and complicated
extensions calling physical education toward unthinkable becomings. To act
professionally-and-ethically-responsibly, then, seems to imply a specific kind of

relation. A relation within which our bodies are not only connected through the
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terrains of their established identities, but also through the terrains of various
multiplicities. And also through a continuous exploration of relations and where
we try to open up established relations and invite more expressions to the process
of making known various thoughts, feelings and knowledges. For me, the
swimming instructor and Amira introduce a professional-ethical-responsibility that
generates collective processes of inclusion in which students and teachers, coaches
and athletes, researchers and data are invited to participate on equal terms, and
where we do not know yet what our thoughts and activities in physical education,
sports, and research could become.
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Teaching the unteachable and
staying with the process

Who am I to teach about ethics in physical education, sports, and research? Who
am [ to teach the way I do about ethics in physical education, sports, and research?
To me, these are important considerations, and I am often worried that my
teaching of ethics lacks an approach that responds to the majority of people who
experience oppression and become silenced by our activities in physical education,
sports, and research. People like the swimming instructor who perhaps are
reprimanded by their colleagues as soon as they deviate from a predetermined
teaching model, students and athletes who perhaps are rejected from the teaching
and training due to disruptive behaviour, and data which perhaps are exposed to
predefined research interests. And my worry has not so much to do with potential
challenges to combining theoretical and practical teaching where the former is
assumed to represent ethical theories and where the latter is supposed to foster
and get our students to adopt a specific democratic character (cf. Osbeck et al.
2018). Even if the struggle for approaching this tension is ongoing in various
contexts, this is not what I question as unteachable. By teachable, however, 1
certainly refer to ethical theories, concepts, models of argumentation and defined
professional responsibilities, and hence to that part of ethics in physical education,
sports, and research that can be learned through predetermined and straight-
forward deliveries of established knowledges.

Sometimes I also wonder how our past in physical education, sports, and research
predispose what is teachable/unteachable? How do our so often undisputable
beliefs in physical education, sports, and research affect our teaching of ethics?
During my time as a PhD-student, I have noticed how we, due to established
knowledges, tend to categorize some students, athletes and data as disposable and
even sacrifices them in order to maintain stability in physical education, sports, and

research. And I guess this is easily done when we work in an audit culture inspired
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by neoliberalism and ultimately have to guard our positions from further
inspections. Sometimes, though, I get the suffocating feeling that we probably
would have done it anyway, with or without neoliberalism, and that there is an
imminent risk that we will continue to do so regardless of external pressures? To
protect ourselves (and others) in the hierarchies of physical education, sports, and
research, we happily seem to contribute to the creation of transcendent systems of
overarching rules that effectively help us to come to sensible decisions and
assessments of colleagues, students, athletes, data, and ourselves on the basis of

what we are and should be.

One such sensible decision is perhaps to teach about the content of ethical
guidelines? It is no surprise, then, that many of us have come to expect that
teaching of ethics is about straight-forward and simplistic information. And thus
to teach people how to conduct physical education, sports, and research propetly,
by exposing them to appropriate activities and supporting their planning of future
activities. Once we have done that (grounded our ethical work theoretically), we
may also include the participants in more practical discussions like asking what to
do, how to do it, and when to do it. And this is important. What I try to say here,
however, is that something in my body needs to struggle to stay alive when I teach
ethics like this. I am not sure what it is, but while I try to equip students with ethical
awareness before things happen to them (and others), I also tend to make them
focus on clearly stated, simplified, and absolute answers even when they often
encounter complex situations. I am not even sure if they are aware that I teach
them to focus on outcomes much more than the processes that bring forth ethical

activities in physical education, sports, and research?

For me, this is to teach (and learn) with the past, with past thoughts and past forms
of physical education, sports, and research. And perhaps, the past will always be
with us in its most stubborn and prevalent forms. I wonder, though, if the past
really has to be with us in such a way that it limits our ethical work? For Deleuze,
the ethical question is not so much what we have to do in various situations, but
what we can do. He also suggests that we need to creatively invite more
connections than those we have with the past and enable affective flows to extend
our possibilities to become (other) with others. It is an immanent form of ethics
that inhabits our activities much more than being applied to them, and within
which we are encouraged to evaluate relations as soon as they emerge (Coleman
& Ringrose 2013:11). In many situations of physical education, sports, and
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research, I guess we never consider our activities as activities without definite
boundaries and just surrender to the processes. Instead, we tend to impose specific
forms upon them. Perhaps this is why we often ask rowdy participants to leave
our activities in physical education, sports, and research? And why we can value
some participants as noisy and disorderly, and others as interested and inspired?
Perhaps this is why we can expose data to predefined research interests and decide
which data is valuable and which data is not so valuable? Perhaps this is also why
the swimming instructor is criticized by her colleagues for deviating from the ten-
stage model in the moment when Amira learns to float, and also why her colleagues
can so successfully come up with various accusations that place their own teaching
as the right one, and the swimming instructor’s teaching as the wrong one? In
these situations, the definition of participation seems to be dependent of the
presence of non-participation, and the definition of data seems to be dependent
on the presence of non-data, as much as teaching seems to be dependent of the
presence of non-teaching... and perhaps even of non-skills and non-competence.
To eclaborate a bit, this is also how we proved that European invasion and
colonization were reasonable. And how we motivated our understanding of non-
European countries and their inhabitants as empty and unused spaces that could

be filled with whatever we considered appropriate.

Here, however, I call for ethical responses to non-teachers, non-students, non-
data, and all those we tend to regard as disposable bodies and thus available for
our use when needed. I call for a more extended ethics than our current “between
theory and practice” approach might provide us, and I want us to challenge
dominant notions of physical education, sports, research, teachers, coaches,
researchers, students, participants, and data. As I see it, traditional notions of these
subjects offer us stable and understandable essences with patticulatly favoured
positions and preferences regarding what is good and bad, right and wrong, strong
and weak, acceptable and unacceptable, dangerous and harmless. These divisions
(and others) mark clear boundaries and tend to possess a certain mastery over our
bodies and other materialities in physical education, sports, and research. What the
swimming instructor and Amira show us, however, is the importance of portraying
subjects and subjectivities not as fixed bodies but as bodies in process. Bodies that
affect and are affected in the encounter with each other. Perhaps, this is also what
Deleuze and Guattari (1994:75) suggest when they say ‘underneath the self that
acts there are little selves which contemplate, and which render possible both the

action and the active subject”. And, this is not a figurative expression of our
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biological compositions. Rather, they imply the existence of multiple thinking and
challenge our established conceptions of subjectivity by replacing beings with
processual becomings. Processes of subjectivity often include rapid and uncertain
oscillations between adopting established qualities which attach us to various
positions, and movements towards more fluid situations that, at least sometimes,

reshape subjectivities.

While one purpose of teaching ethics may be to socialize students into cultures of
physical education, sports, and research, I guess Deleuze and Guattari suggest that
the task of ethics is to create encounters where we invite (and not turn our backs
on) ‘sad bodies”. Sad bodies such as troublesome and awkward people who do not
behave properly and participate in our activities on the terms we have collegially
determined as important? And rude and stubborn people who claim to have other
knowledges of physical education, sports, and research than the knowledges we
have ourselves as teachers, coaches, and researchers? After all, these bodies may
inspire us to think novel thoughts? By exposing themselves to a similar encounter,
the swimming instructor and Amira both recognized and reshaped the negative
modelling of the ten-stage model for learning to swim, and within which we were
all perhaps entangled and even polluted with thoughts of right and wrong teaching
when it comes to increasing students swimming skills. To me, it seems like they
reframe the system of knowledge and representation? And suggest that we, in the
situations within which knowledges are created, thought and taught, need to pay
more attention to (and thus take responsibility for) the effects they produce.
Perhaps they even suggest that we need to open up our various situations of
knowledge-creation and invite more bodies? That we need to create spaces where
we can elaborate on creative and innovative physical education, sports, and
research? This may happen when our teaching about ethics in physical education,
sports, and research is not a linear process, and where our predetermined
guidelines are brought into use in open-ended ways and inspire us (teachers and
students) to extend what is seen as suitable or proper behaviour in the situation.
To achieve this, and not limit our creativity, I guess it is necessary to stop treating
ethical guidelines as grand narratives and continuously question, revise and
reconceptualize how today’s socially accepted cultures in physical education,
spotts, and research affect our participation and establish specific forms of our
practices. And perhaps my suggestion is as simple as it is complex. What if we

could encounter participants” creativity with creativity?
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When I teach about ethical guidelines it seems that most students oscillate between
clarity and confusion. While they are quite confident in what the guidelines
recommend, they are more uncertain about the implementation. I often find
myself thinking that it might become easier to grasp as soon as they get more
practical experience of physical education, sports, and research, and encounter
various ethical issues “out there’. At the same time, I am worried. Worrtied that I
am stimulating ovetly instrumental and technical approaches to ethics and
mechanical implementations of various predetermined activities. And, that I
contribute to fixed and stable situations where we know how to do things before
the activities of interest even occur. How can we move ourselves into situations of
uncertainty and humility? How can we invite hesitations, instabilities, and
humbleness to physical education, sports, and research? It is not that the
swimming instructor know how to teach Amira to float. Nor does Amira know
how to learn. Instead, they become with each other in a disruptive process. And
while they are staying with the process, I guess their desires for more simplistic
solutions are fading as much as they are learning collectively to navigate through

the complex learning-to-float-process.

Perhaps ethics in physical education, sports, and research is unteachable because
it requires us to work beyond the normative and visible? And that there are not so
much right answers, but just many answers? Right and wrong, perhaps, in the same
situation? Ethics in physical education, sports, and research is also unteachable
because it is a curiosity about knowledge production. How can we teach curiosity
at the same time as we are pretty sure of what we are doing in physical education,
spotts, and research? I guess it is not so easy to encourage ourselves to be
unsatisfied with the expected and the most obvious in our practices and stubbornly
continue with other (unacceptable?) actions despite difficulties and resistance. To
start listening to students, athletes, and data, and wait for them, may be challenging
since each body is ultimately different and no encounter with students, athletes
and data is exactly the same. It may even move us away from our established
thoughts and makes us think novel thoughts. Novel thoughts that perhaps extend
established norms and move us beyond commanding regulations and reliable
activities. At best, teachers and students, coaches and athletes, researchers and data
move collectively towards the unforeseen. To elaborate a bit, collective movement

occurs when we encounter each other and bodily experience affective flows
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between each other that sometimes stabilize into thoughts. Within these processes
we experience, among other things, other ways of knowing. I wonder what would
happen if we left the teaching of ethics to some who do not know much about
ethical guidelines in physical education, sports, and research? Some who are brave
enough to step out of their comfort zones and become with students, athletes, and

data in various situations.

Perhaps we should not worry so much about getting our teaching of ethics right,
having the right guidelines to teach, and making students employable in physical
education, sports, and research. I suggest that we teach for sustainable inclusion
without sustainability. Sustainable inclusion without sustainability implies all those
situations within which we encounter each other on equal terms and mutually
recognize each other’s knowledges. It is situations where our bodily experiences
of encountering each other stabilizes, at least sometimes, into novel thoughts
about physical education, sports, and research and as effects puts these activities
in motion. It is situations where we take risks for and with each other. Situations
where we put our roles and activities at stake (and in play) together and become
simultaneously inclusive and included. Teachers and students, coaches and
athletes, researchers, and data. I wonder what happens to our ethical teaching if
we focus a little more on what we produce in physical education, sports, and

research, and maybe a little less on what we are expected to protect?
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A stand-in for a conclusion:
Perhaps we need failure to stay
open for the becoming of
continuously inclusive futures?

In this thesis, I speculate about what sustainable inclusion might become in the
perspective and connections of non-sustainability? 1 also speculate about what
sustainable inclusion without sustainability might do to professionalism,
responsibility, ethics, inquiry, curricula and much more in physical education,
sports, and research. I speculate because, here with you, I do not know that much.
At first glance, however, I guess that sustainable inclusion without sustainability
might seem to be characterized by an irresolvable internal contradiction? And I
suggest we spend some time with it. And think with it. Sustainable inclusion
without sustainability in physical education, sports, and research? I guess it could
seem like a rather revoking process that leaves the concept of inclusion quite alone
without its important companions: sustainability and non-sustainability? And, (I
guess) just like a humanist Cartesian subject, a substance or an idea, inclusion
seems to exist beyond its empirical spaces transcending participation in physical
education, sports, and research? At the same time, how we represent processes of
inclusion might seem to be ontologically distinguished from the processes of
inclusion themselves (cf. Kozlenski et al. 2013:156; Naraian & Schlessinger
2018:180). Or, to put it differently, how we create knowledge about inclusive
processes seems to be separated from the actual processes in which inclusion take
place. Simultaneously, we seem to effectually distinguish epistemology from
ontology. And in doing so, we also position inclusive activities of physical
education, sportts, and research outside those we want so badly to invite to
participate much more than engaging in creative cooperations that might challenge

our practices.
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For me, however, sustainable inclusion without sustainability does not signify an a
priori image of inclusion. Nor does it define the most effective pathways to achieve
inclusion. Rather, I suggest that these linear proceedings manifest a commitment
to transcendence. To elaborate, transcendence is based on the idea that one unit
transcends the other. Ontologically, the units are separate self-constrained
substances that interact and affect another to cause differences and changes in the
wortld. Furthermore, there is always a subject, a form able to distance itself from
other forms and ultimately know them. And, this is an approach to the world that,
among other things, underpins Hegels dialectic, Marx superstructure, Newtons
physics and Decartes” dualism (Wallin 2010).

I guess, it is our commitment to transcendence that makes it possible to separate
those who perform activities in physical education, sports, and research right from
those who perform activities wrong, those who are good from those who are bad,
those who are talented from those who are untalented and so on. I guess, it is our
commitment to transcendence that makes possible exclusion? And for me,
sustainable inclusion without sustainability opens up important possibilities to
critically discuss these transcendent views of inclusion and suggests processes that
are always in becoming. Similar to Naraian’s (2021) discussion of what inclusion
means in a post-human era, sustainable inclusion without sustainability implies
fluid processes of inclusion and opens up for changes. Changes in our established
understandings of physical education, sports, and research and the logical relation
between subjects and objects (teachers and students, coaches, and athletes,
researchers and data) that we have considered true for so long. And perhaps
sustainable inclusion without sustainability makes it possible to reshape our
recognized and generally accepted models of knowledge production and create
what Deleuze and Guattari (1988:195) call situations of ‘segmentations-in-
progress”. It may even be the case that sustainable inclusion without sustainability
implies the creation of decentralized physical educations, sports, and research and
brings with it a willingness to acknowledge the importance of (rather than dismiss)
uncertainties, variances, controverses and paradoxes and thus simultaneously helps
us to stay away from paralyzing thoughts about the necessity of pedagogical,
sporting, and scientific consensus which might even prevent mutual change and
inclusion. The thing is that sustainable inclusion without sustainability draws my
attention to situations of more than one knowledge, situations of non-binarity and
where we encounter each other and re-think ourselves for the becoming of

continuously inclusive futures.
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In tune with Parr (2009) I think the key to sustainable inclusion is to attend to the
processes of change implied within various encounters in physical education,
sports, and research. This is also why I suggest that sustainable inclusion without
sustainability has no end. Nor does this thesis. There is simply no appropriate way
to stop, construct a final part, and prevent us from encounters in which new
processes start. Rather than writing about fulfillment and trying to summarize
various conclusions and argue for the achievement of something desired, promised
and predicted, I want us to pay attention to non-fulfillments and thus unfinished
physical educations, sports, and research. And with non-fulfillments, I do not refer
to situations where we do not meet predetermined criteria, pass external
evaluations, or live up to social expectations. Those kinds of fulfillments do not
interest me here. Rather, I use non-fulfillments to work against fulfillments and
the meetings of various requirements and conditions regarding physical education,
sports, and research. In tune O Donnell (2016) suggests that we need failure to
stay open and keep our various situations unpredictable. Including conflictualities
or not, I guess it is also important to get back to Derrida (2005) and the notion of
aporia because aporetic situations open up for non-fulfillment and imply that we
need to create new spaces and unexpected encounters. We simply need to do much

more than fulfill our duties.

Philosophically, we move from a belief in rather positivistic approaches and linear
processes of meaning making where we try to interpret and understand various
objectives propetly in physical education, sports, and research to focus much more
on ontology and non-fulfilment, changing sustainable inclusion through the non-
fulfillment of sustainability. We simply do not know what physical education,
sports and research are util students, athletes, and data have shown us, and
students, athletes and data do not know what they have shown us until we (re)act
on it. Students, athletes, and data show us what physical education, sports, and
research are, and physical education, sports, and research show students, athletes,
and data what they are. As I see it, current inclusive processes in physical
educations, sports and research are not ideal and finished activities. There are no
truths about today’s processes of inclusion in physical educations, sports, and
research. They are all invented, and perhaps something we need to reinvent? Non-
fulfillment in this sense suggests an extended fulfillment whether it is about
inclusion, professionalism, responsibility, ethics or something completely else in
physical education, sports, and research. Non-fulfillment has to do with us,

teachers, coaches, and researchers, and our quest to invite others, students,
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athletes, and data, to influence physical education, sports, and research. Non-
fulfillment has to do with waiting, intra-acting (Barad 2007) and creating, and thus

continuous change and extension.

Thinking with and working through non-fulfilment in physical education, sports,
and research calls for creativity and mobility. This does not imply, however, that
anything goes. Nor is it an encouragement to sit back and do nothing. Teachers,
coaches, and researchers who think and work with non-fulfillment in physical
education sports, and research do not engage so much in activities with
predetermined outcomes, predictable methods, and fixed evaluations based on
external criteria. Sustainable inclusion without sustainability, and inclusive non-
fulfillment, might grow best in situations of experimentation and innovation, since
non-fulfilled teaching, coaching and researching never reach something promised
or predicted and, as such, constantly transform themselves into what I suggest are
more inclusive and generous intra-actions capable of both creation and recreation.
I guess non-fulfillment is not so much about being a good teacher, coach, and
researcher but about doing and making important choices. This is also why non-
fulfillment is inescapable in situations where we open physical educations, sports,
and research to the world, and where we do not try to limit the knowledges of
students, athletes, and data by relying of what we already know. If we just want to
bask in the glory of fulfilled goals, however, I guess we risk closing the openness
and instability of physical education, sports, and research. Unpredictability,
experimentation, and non-fulfillment are immanent in any practices of sustainable
inclusion without sustainability. And as teachers, coaches, and researchers 1
suggest that we need to abandon our opportunities to control physical education,
spotts, and research as well as students, athletes, and data. We simply need to stop

proving that we are right at all costs.

When we approach sustainable inclusion without sustainability from the
perspective of non-fulfillment, we devote ourselves to ceaselessly reinventing,
transforming and viewing (or visualizing) physical education, sports, and research
in other ways. Our work needs to stay in motion and change continuously through
diversified activities and humble encounters with students, athletes, and data. It is
important to think carefully about whether stable and well-established activities
are desirable or whether these activities need to be opened up for uncertainties,
modifications, or total dissolutions. At the same time, sustainable inclusion

without sustainability is likely to produce a sense of non-fulfillment, and that we
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have failed to achieve the predetermined goals of physical education, sports and
research. This is because inclusive openness, and the conceptual uncertainties it
involves, bring about new ideas and unforeseen outgrowths. Ideas and outgrowths
that will perhaps challenge and bypass existing ideas and activities of physical
education, sports, and research, create new and unknown practices, and enable
connections we have not yet expected. And in the encounter with the unknown, I
guess we will sometimes lose our ability to move. Elsewhere, I suggest that we may
need breathing breaks in situations where there are no previously demarcated paths
to follow. Within these situations, which often provide us with a sense of non-
fulfillment, professional obligations and morals are not the solution, but I guess

we need to question our responsibilities as teachers, coaches, and researchers.

Perhaps, we (teachers, coaches, and researchers) who think and work with
sustainable inclusion without sustainability, expose ourselves to more and greater
risks when we encounter students, athletes, and data? This because we need to do
much more than what previously set goals indicate. And within these situations of
extra-work and related extensions of physical education, sports, and research, there
are no instructions to follow. Nor are there any superiors to consult. The only
thing we know is that we do not know. And when it comes to sustainable inclusion,
this may be important because without continuously ending up in situations where
we are doing things we do not (yet) how to do, we will fail to face our extra-
professional-responsibility.  Sometimes, I call this professional-ethical-
responsibility. A professional-ethical-responsibility we do not yet know that much
about, but which may be an important ingredient in more responsible physical
educations, sports, and research (cf. Derrida 1995). Perhaps, thinking and working
with non-fulfillment will inspire us to be more open to students’-, athletes’- and
data’s knowledges, and invite to joint processes where we (teachers and students,
coaches and athletes, researchers and data) can ask ourselves how various activities
can be extended, how differences can be welcomed and invited to fill us with desite
and possibilities to do something creative, and how becoming physical educations,
sports, and research as well as teachers, students, coaches, athletes, researchers,
and data, can be discerned? How do we welcome the other? Perhaps it is through
non-fulfillment and humble encounters that we stay inspired and keep on growing,
unsystematically? It is also possible that not-knowing opens for conceptual
motions as well as theoretical and methodological changes in physical education,
spotts, and research. Sustainable inclusion without sustainability does not refer to

one element that is once and for all included in a whole, but to several elements
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affecting each other continuously. This implies that there cannot be one view,
practice, or knowledge of physical education, sports and research that is greater
than any other. There are only views, practices, and knowledges encountering each
other. This is also why we cannot just sit back and wait for future physical
educations, sports, and research to be more inclusive because they are already

present in their absence.

By creating humble encounters between teachers and students, coaches and
athletes, researchers and data, sustainable inclusion without sustainability
experiments with other ontologies and epistemologies, implying a new norm of
difference and a new theory of learning where teachers” and students’, coaches’
and athletes” and researchers” and data’s become equally valuable. And where we
learn with each other in a non-hierarchical manner. And to be clear, not through
a transcendent Cartesian logic where some are more reliable than others and where
we strive to gain control over both present and future processes of inclusion, but
with-in a Deleuzian space incessantly adding diversities. Perhaps this is also what
Reddington and Price (2018) imply when they put forward that we need to invite
people to authentically participate in activities? And sometimes, I guess, this might
be dangerous. In today’s physical education, sports, and research, open practices
without definite endpoints are often seen as a waste of both time and money
because we rarely meet predefined goals. And as that were not enough, we may
also contribute to undesirable changes in physical education, sports, and research.
We simply do not fulfill our missions in any way. On the other hand, non-
fulfillments are perhaps what keep us moving and open up our practices for

creations and recreations?

When thinking and working with sustainable inclusion without sustainability, we
are interested in doing things for others. We are interested in doing things that
create previously unthought changes in others. Changes in physical education,
sports, and research, but also in students, teachers, athletes, coaches, data,
researchers, co-workers, policymakers, curriculums, theories, methods, models,
and so on. Sustainable inclusion without sustainability implies that we invite
participants to work closely with both us and our established practices. With open
arms, we welcome students, athletes, and data. And we wait for them to express
themselves, we aim to get affected by them until we can no longer be affected, and
we affect them until we can no longer affect. What is interesting here is that quite

similarly to this thesis, our abilities to become affected and affect do not seem to
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have an end. At the same time as this process continues, however, we will fail to
fulfill our official commitments regarding physical education, sports and research.
And honestly, my intention is that this thesis should be incomplete in most ways.
For instance, I hope that this thesis does not meet the established requirement of
progression, does not meet the idea of providing potential readers with an
adequate conclusion where important results are made visible, does not meet the
idea of a well proven and reliable method, does not meet the expectations to
represent predetermined research interests whether they are my own, the
department’s or the city of Gothenburg’s... And I really do not hope that this
thesis fills any previously defined knowledge gaps in research on physical
education, sports, and research. My intention is that this thesis should be
incomplete in every thinkable (and unthinkable) way. And yet affect us, me, you,

and others.

Rather than searching for fulfillment, sustainable inclusion without sustainability
seems to be much more about living the non-fulfillment. Maybe it is more about
non-fulfillmenting, and not so much about searching for desirable and predictable
results. Perhaps we need to remined ourselves to try to love the perplexity and
confusion our humble encounters with participants outside the centere of physical
education, sports, and research continuously offer us. It is possible that our
differences will encourage us to experiment and create novel practices together.
All we need do is wait and open up for the possibility of not knowing to give
participants and other bodies (human and non-human) in physical education,
sports, and research the power to change us. Simultaneously, we have the power
to act professionally-ethically-responsibly for sustainable inclusion in future

physical educations, sports and research to come.

I guess, non-sustainability is the other of sustainable inclusion, without which

sustainable inclusion would not be what it is.
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Introduction

The first time I met them was at a stand close to a swimming pool. Unusual/nonunusual
girls from Gothenburg. They were 11 years old and deeply worried about their forth-
coming grades in the school subject physical education. In Sweden, swimming is a
part of the curriculum of physical education in elementary school, and the children are
expected to pass swimming ability tests when they are 12 respectively 16 years old. I
know this because the girls told me that they really needed to learn to swim this semes-
ter. They did not know how though, but while the consequences of failure was evident,
they described the opportunities to succeed as almost utopian. The exercises simply
contained too many elements they could not imagine themselves to perform. To let go
of the edge of the pool, dip their heads in the water, and float without any help.
However, at the stand there were others who were more confident about how the girls
would learn to swim, namely the swimming instructors. To a large extent, their convic-
tion was based on a carefully developed ten-stage model where the girls first had to
pass level one in order to advance to level two, and so on. Each level contained specific
parts that needed to be completed before they could move up to the next level, and the
swimming instructors had clear instructions on which exercises each part would con-
tain. In short, the ten-stage model of the swimming education was modeled entirely
upon steps of solution that required conscious actions from the girls. The swimming
instructors informed the girls what to do, and the girls were supposed to follow the
order and reproduce the movements in the water. It was a static body of facts expected
to enabling solutions on the public health-related problem that a significant number of
16 year olds in Gothenburg cannot swim 200 meters, and thus not get grades in phys-
ical education when they finish elementary school.

This is a serious problem. There are areas in Gothenburg where only 14% of the
residents have postsecondary education, and across the city there are clear links
between both educational level and the level of income, and differences in health. For
a number of years now, the City of Gothenburg has been pushing for a more equal and
sustainable Gothenburg (The City of Gothenburg, 2018). Briefly, this means that there
is a desire to reduce differences in living conditions, and, among other things, increased
swimming skills are seen as an important part of that effort. By offering all children
standardized swimming training at school, there is a strong belief that the risk of
drowning accidents will be reduced and that more children can become physically
active and participate in more social activities close to the water. There is also a belief
that more students will have the opportunity to get approved grades in physical educa-
tion, and thus have the opportunity to continue to higher education. And these expec-
tations are far from unique. In terms of educational policy, resembling assumptions
that certain training activities will entail particular effects have become increasingly
prevalent (Au, 2013; Barrett, 2009; Pickup, 2020, p. 6). What works to produce a spe-
cific outcome seems to be a constantly recurring issue that in turn encourages technical
rationality, top-down management, measures, and quantification of performance.
Several researchers (e.g., Apple, 2006; Baez, 2014; Gray, 2007; Zeichner, 2010)
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therefore claim that education is involved in a societal system where “institutions are
recast as markets rather than deliberatively democratic systems” (Hursh, 2007, p. 493—
494), and where achievement of predetermined goals is absolutely crucial for further
trustworthiness.

Hence, this article is about educational (swimming) events as movements toward
physical activation, higher education, and the dissolution of health inequalities. But,
before I go on talking about educational processes and movements in various direc-
tions, I want you to meet someone, and perhaps get an insight into the process of
becoming a person who floats in the water. I do not remember at what level, but at
some stage in the aforementioned ten-stage model one of the girls would learn to float.
I think her name was Amira. Or maybe she was called something else. I am not sure
anymore, but she appeared to be quite afraid of the water and seemed to do everything
in her power to keep her head up while the swimming instructor habitually held her
hands under her shoulders and told her to act like she was sleeping. After a short
moment of panic and fear, Amira placed her hands on the swimming instructor’s arms
and as a response to that movement, the instructor moved her whole body closer to
Amira’s shoulders. At the same time as they had increased physical contact, Amira
seemed to start to trust the instructor, herself, and the water. She relaxed and let her
head rest in the water, and learned to float. Can you feel the unexpected relief in her
body, in the swimming instructor’s body, in my body, in your body?

To me, the temporary exchange between Amira’s body and the swimming instruc-
tor’s body determined a threshold of consciousness where their creative and sponta-
neous acts were adjusted to their perceptions of the relations, and as a result they
provided an improvised solution to the problem of floating. In this sense, learning to
float was momentary, situated, and full of infinite surprises. The increased body con-
tact and skin-to-skin practice was an element of nature/culture that affected our minds
without us being aware of it. Our learning took place in and through our unconscious-
ness, and established what Deleuze (1994, p. 214) perhaps would call “the bond of
profound complicity between nature and mind.” I have research notes about this on a
piece of paper. Notes from “creative-observations” (Andersson Andersson et al., in
review) within a “case-assemblage” (Andersson Andersson et al., in review) in this
swimming event in elementary school in Gothenburg, Sweden conducted by myself
and a colleague in 2018-2019. Notes that I have read and re-read several times by
now. Sometimes they provoke new thoughts, and sometimes they do not.

Practice of Inquiry

Letting research notes provoke new thoughts is in tune with how Amira and I inter-
acted, or to be more precise intra-acted, and at best surrendered to each other and
released each other’s energy to move around and transform both the inquiry and our
understandings of what was going on in the swimming event. To elaborate a bit,
creative-observations are processes of negotiations where the volatile images of learn-
ing [ have managed to catch are created in collaboration with Amira. And
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case-assemblage is the milieu of connections and productions within which a vast
network of processes and forces continuously shaped our collaboration. A collabora-
tion that to a large extent was and still is felt (Andersson Andersson et al., in review),
and expresses dispersion, change, and instability. In both creative observations and
case-assemblages as well as in my reading of research notes, Gilles Deleuze’s philos-
ophy of immanence is a pivotal principle for the (ontological) establishment of unsta-
ble situations. Immanence means the condition of being entirely within something/
someone, and signifies very small units and properties that exist on scales above,
below, and beyond specific activities of both the swimming event and the inquiry.
Deleuze and Guattari (1994, p. 47) would perhaps call this milieu a plane where vari-
ous processes sometimes meet, take effect, and become extended. As a plane, imma-
nence is immanent in itself and cannot be defined as something or in relation to
anything. Yet, the plane of immanence is full of potentialities in each moment and
spreads out endless opportunities for action and movement in various directions. I
would say that the plane of immanence is a virtuality that includes other virtualities as
well as processes of actualizations that make possible consistencies in both the swim-
ming event and the inquiry. Being a virtual also leads us further when it comes to
establishment of the internal conditions of thinking—that is, infinite movement.
Infinite movement is also what has to be handled by our thoughts when they take solid
forms into specific concepts. However, concepts do not only respond to specific
thoughts, but they also make possible various elaborations of our thoughts. The philos-
ophy of immanence simply requires us to let go of dogmatic images of thought where
our thinking consists of processes of recognitions and representations of the already
known (Deleuze & Guattari, 1994, p. 37-38). Simultaneously, it enables us to replace
this kind of thinking with a more genuine thinking where our thoughts are not prede-
termined by common sense (Deleuze, 1994, p. xvi). Hence, this inquiry is not a milieu
of predetermined knowledge but that of infinite learning. Learning, then, means com-
posing singular points of our own bodies with components of other bodies, to crack
into pieces and be driven forward into the unknown (Deleuze, 1994, pp. 251-252). For
Deleuze, these processes are intensive events that may consist of various series like
bodies/thoughts and words/things. Within immanent milieus of creative observations
and case-assemblage, bodies (human and nonhuman) are always products of intense
encounters with other bodies. And, within these encounters it is not that interesting
what bodies really are. What is interesting is how they change and what they can do in
relation to each other. Maintaining an immanent principle in this inquiry is thus an
explicit critique of every system of thought that does not allow changes. Simultaneously,
an immanent principle affirms flows of thought, open systems, and processes without
predetermined ends. When it comes to research, education, and training, it entails an
open-ended approach that does not establish a dominant principle from which every-
thing is derived. Rather our bodies are permitted to spread out in a milieu without
dividing this milieu between us.

For me, this is a situation in/of fractal trust and where we at least occasionally trust
each other and produce fluid turbulences rather than relying on some predefined
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methodological system within which credible research can be performed. While I sat
on the stand, Amira came by and sometimes we talked to each other. In these chats,
various thoughts, questions, and answers emerged and coordinated each other. Each
thought, question, and answer had affective capacities just as they were results of
affective capacities. In the process of being hit by thoughts, questions, and answers
and hitting thoughts, questions, and answers, Amira and I produced a zone of indeter-
mination. Theoretically, this is a zone where various affects are produced and popu-
lates the situation through uncontrollable becomings (compare Deleuze & Guattari,
1994, p. 173) of thoughts, questions, answers, Amira, and myself. Affects then refer to
preconceptual intensities of bodily states of excited or anxious uncertainties about
what happens (Massumi, 2002) in the swimming event. This, in turn, entails important
destabilizations of how we perceive things. And it is precisely this kind of destabiliza-
tions and simultaneously production of new ways of feeling and seeing that is method-
ological central in this inquiry. How we perceive things has nothing to do with
perceptions (Deleuze, 1990). Objects of our perceptions are occasional or perhaps
even accidental results of the package of relations and sensations in the situation of a
case-assemblage, and that live on beyond our control and within which we at least
sometimes become other.

Similarly, creative observations assume no principles of truth. [ would say that is to
think together beyond the end in situations where we cannot be sure. And hence to
speculate. However, in creative observations, there is always a risk that we use a stan-
dard language to describe novel situations, and thus express things that do not belong
to the order of the situation. For Deleuze and Guattari (1994, p. 80), this is a possible
paradox in philosophy at large, and to avoid resembling contradictions I want to sup-
port infinitive movements by welcome every reader to think with me and Amira. To
destabilize today’s provisional result of the inquiry and become destabilized by it. By
encouraging destabilizations and disruptions to multiply and spread out on their own
terms outside habitual approaches and rigid regulations, my intention is to extend
occasional establishments of our evaluative capacities in the swimming event to a
creative plane of innovation and perhaps grasp what Deleuze and Guattari (1994, p.
59) call “the nonthought within thought.” For me, this is both an ethical and political
act of making resistance to present hierarchical arrangements and binary division of
various roles. This since escaping criteria and definitions in thought by embracing
multiplicities is essential for the creation of alternative democratic spaces (compare
Deleuze, 1994, p. 108) in research, physical education, sport, public health and so on.

For Deleuze and Guattari (1987, p. 399), this is to act with passion, and where we
as interdependent intensities set in motion things we are not fully aware of. It is “the
dawn of desire” (Deleuze, 1990, p. 9) where desire is the perceptual infrastructure that
constitutes the objects we become interested in as well as the milieu in which they
appear. In this perspective, desire is a productive force that makes our bodies engage
with each other, and hence affect each other to move in various directions within the
case-assemblage. We do not desire because we lack something, but because of the
intense and productive forces of desire produced in our encounters. In other words,

121




122

* SUSTAINABLE INCLUSION WITHOUT SUSTAINABILITY

108 International Review of Qualitative Research 15(1)

desire is “what first introduces the affective connections that make it possible to navi-
gate through the social world” (Schrift, 1995, p. 69). To achieve this, it requires us
(Amira, me, and you) to move away from zones of idealistic knowledge and enter a
zone of infinite learning and allow it to become increasingly unclear if we are research-
ers, data or readers, subjects or objects. A zone of infinite learning where we no longer
are either...or, but one and all moving in multiple directions at the same time. And in
this zone of indetermination I suggest that we try to collaborate like various intensities
coming together to make “a new” intensity full of uncontrollable creativity (compare
Deleuze, 1995, p. 136). This is my practice of inquiry, and by releasing the creativity
of our collaboration, I hope we may modify some truths about learning to swim and
hence educational (swimming) events as movements toward physical activation,
higher education, and the dissolution of health inequalities.

What Encounters Make Students a Swimmer?

For now, Amira’s and my collaboration give rise to thoughts about the relation between
learning and knowledge, and specifically the knowledge of methods for learning to
swim. What encounters make students a swimmer? Amira says her family has no
money. That is also why they never go for a swim together and why she is not used to
this kind of water. There are simply other problems they need to address first. Like
food and clothes. During my time on the stand, she comes there alone and she walks
home alone. Often hungry and worried about things an 11-year-old girl should not
have to worry about. It is difficult in many ways, but the difficulties are also mixed
with the hope of someday becoming a lawyer. She is aware of the importance of her
school results and that she cannot afford to fail on a single grade. This puts pressure on
her. A pressure she sometimes handles/does not handle. All together this is constitutive
of Amira, and also why she tries so hard to learn to swim even if the swimming edu-
cation is hardly adapted to her as an individual, and hence moves in a different rhythm
than those she knows and can possibly step into. It is not even sure she recognizes the
beat. She does and does not. Statistically, she is doomed to failure. Although the stud-
ies are relatively few, they seem to point in the same direction. At a macro level, there
has been a focus on the extent to which a widespread timetabling of free swimming
sessions attract new swimmers and results in new swimming patterns. Beyond imme-
diate short-term changes, there is no evidence that changes in the levels of physical
participation actually took place (e.g., Bullough et al., 2015, p. 42). On a meso level it
is argued, though, that structured sessions including appropriate exit routes within free
swimming programs may have a greater potential to create experiences where individ-
uals will return and gain continuity in their participation than unstructured sessions
with unstructured pathways (e.g., Bullough et al., 2015, p. 42). Methodologically, it is
suggested that systematic targeting is essential to attract individuals who lack a history
of participation in swimming activities and the associated sporting capital (Anderson
et al., 2014; compare Coalter, 2002). In any case, Pilgaard et al. (2020) show that
broad investments in swimming training for everyone at an age of 7—8 years do not
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seem to contribute to the coveted result that more children learn to swim, and recom-
mend the solution to start swimming training at an earlier age.

However, these statistics (Anderson et al., 2014; Bullough et al., 2015, p. 42 and
Pilgaard et al., 2020) do not ask questions about learning processes and how they
could possibly change. Nor is it noted that learning processes may have affective start-
ing places just like the skin-to-skin contact when Amira learned how to float. That is,
learning is more than a cognitive process of transferring idealistic knowledge and
involves affective experience-based unconscious processes where students and teach-
ers think with each other, destabilize existing knowledge, and produce new desire. The
statistics simply do not tell us what to do other than repeat the already known on
younger children. Yet, there is something amorous about Amira’s and the swimming
instructor’s learning processes, which at least at the moment seems to disarm the
occurrences of fatality in traditional swim training indicated by previous research. For
me, these processes seem to relate strongly to Deleuze’s (1994, p. 27) when he says,
“We learn nothing from those who say: ‘Do as I do’. Our only teachers are those who
tell us to ‘do with me’, and are able to emit signs to be developed in heterogeneity
rather than proposes gestures for us to reproduce.” So, for the moment I will try to
think with Deleuze’s immanent philosophy not only when it comes to create swim
educations for more, but also when it comes to produce courses in physical education
for all, as well as movements toward physical activation, higher education, and the
dissolution of health inequalities. Therefore, I will now go on with more on thresholds
of consciousness, affective starting places for learning, trust, novel learning, and ontol-
ogy of becoming.

Thresholds of Consciousness and the Production of Novel
Learning

How is it possible that Amira does not take part in the status quo indicated by the sta-
tistics above? Why does she float when everything we know indicates that she should
sink? I am not sure, but what pops up in my mind is that at the moment when Amira
became someone who floats, her body was combined with some of the others, and that
could be the reason why she espoused a process that did not reproduce previous states.
Amira, the swimming instructor, the water, the smell of chlorine, the waves, the ten-
stage model, me at the stand, we all seemed to renew ourselves in each other. For
Deleuze and Guattari (1987, p. 88), this process can be understood in terms of an
“assemblage,” and thus like an organic, desiring, self-organizing always becoming
machine where various elements meet each other and where one element creates a
flow that is broken by another. Like for example when the swimming instructor told
Amira to act like she was sleeping, the moves of Amira did not resemble that of the
swimming instructor’s information. She says she had no intention of being trouble-
some, but the swimming instructor’s suggestion did not make any sense to her, and did
not bear any relation to how she experienced the water as something uncertain,
imposed, and dangerous. And that she tried really hard but could not do it. Accidentally,
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Amira responded with panic and fear and grabbed the swimming instructor’s arms,
and to that sign the swimming instructor responded by moving her body closer to
Amira’s body. For Deleuze (1994) 27), these encounters between signs and responses
are precisely those spaces where novel learning takes place. And to elaborate a bit
further, each sign involves heterogeneity in at least two more ways than the ones men-
tioned above, where neither Amira’s nor the swimming instructor’s responses echo
that of a sign. First, in the object(s) that is, in Amira who emits the sign of panic and
fear while she is doing her best to adapt to the swimming instructor’s information, and
in the swimming instructor who gives off the sign that Amira can manage to float while
she is doing her best to save her from drowning. In a flash, there are two orders of
disparate realities in their respective bodies between which the signs move rapidly.
Second, in the signs where Amira’s panic and fear completely surround the swimming
instructor and incarnate an idea of moving her body closer to Amira’s body. And where
the swimming instructor’s move closer to Amira envelops Amira’s body and brings to
life an idea of trust. A physical and mental power that moves Amira away from a mode
of uncertainty and into a mode of certainty, and makes her rely on the swimming
instructor, the water, and herself.

At this moment, bodily contact seems to be crucial for the development of con-
scious and unconscious factions in/of trust. Furthermore, Amira’s trust seems to be
anchored not so much in the system of the ten-stage model but in the process of the
present and related to the indeterminable potential of the swimming instructor, the
water, and herself. This is also why I suggest that the production of trust in physical
education may not first and foremost be thought of in systematic, moralistic, or logical
terms. It is not that Amira makes moral assessments whether the ten-stage model,
swimming instructor, the water, and herself are trustworthy or not. Neither does she
take chances to reach specific outcomes. There is simply no calculation of future risks
other than that she needs to survive and get her final grades, and hence no other trans-
gression of the bounds of the present. Rather, Amira’s trust is produced within a situa-
tion of experiences. Conscious and unconscious. Between herself and others.
Simultaneously, she is placed within an emergent learning process, that is, an iterative
processes without mutual order. While Amira learns how to float, the swimming
instructor learns that physical contact and closeness are important for Amira to feel
safe in the water. For Deleuze and Guattari (1987, p. 258), these are all processes of
becoming. Born within the present and placed in between the past and the future.

To theorize a bit, becoming is about to create something new (Deleuze, 1995, p.
171), rather than attain a form of representation, identification, or imitation. It is about
finding a zone of juxtaposition, a zone of closeness where bodies are placed together
with contrasting effect and where they can achieve a stage of immanence and open to
new trajectories. A zone that “liberates desire from all its concretizations in order to
dissolve them” (Deleuze & Guattari, 1986, p. 86), and where desire as an engine of
becoming opens up territorializations of power and forms of subjectivity. Amira says
she is always so proud of herself in the swimming event. And that she does things she
could never imagine herself to do. The unfolding of skills surprises her and she is not
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sure why and how they emerge, or where exactly she is going. She says she does not
know what will happen next. Or what she will manage to do next. If anything. All she
knows is that she right now is able to laugh, splash, run, and float in the water, and that
this is not enough to get a grade in physical education. Happy and unhappy at the same
time. Successful and unsuccessful. Right and wrong. Relaxed and stressed. Trustworthy
and not trustworthy. For Deleuze, our bodily expansions and creations occur through
connections, and not due to awareness of our lackings. Amira simply does not learn to
float because she knows that she cannot swim or that she needs a grade in physical
education. Rather, learning is of a different nature to knowledge, and a creative process
that concerns the part of our minds of which we are not fully aware but which influ-
ences our actions and feelings. The process when Amira becomes someone who floats
is probably shaped by affects that are not entirely rational or which she is fully aware
of, and as such neither her trust nor learning have final objects. By surrendering to the
rhythm of occasions, both Amira and the swimming instructor attain a stage in which
their bodies are immanent and open to new affective flows, relations, and pathways,
and to me it seems like they are equipped with what Deleuze (1994, p. 173) calls “the
necessary modesty not managing to know what everybody knows”. Neither when it
comes to the statistics, nor when it comes to the ten-stage model and its carefully
developed methods for teaching swimming. Their newly acquired knowledge is not
possible to reduce to the static bodies of facts, but constitutes a dynamic process of
inquiry embedded in experience. Prepersonal, experimental, and practical, and where
experience is the surrounding that provides them with the capacities to affect and be
affected.

The Ontology of Becoming

Amira’s and the swimming instructor’s experiences can be seen as milieus populated
with relations between signs that produce affective becomings. It also seems like these
relations between signs are ontologically prior Amira’s and the swimming instructor’s
terms. The distinction between what Amira and the swimming instructor are simply
erodes, and their previous fixed roles dissolve. There is no longer a dualistic split
between Amira being the student, and the swimming instructor being the teacher.
Rather, they become students and teachers, objects and subjects. For Deleuze, it is
precisely this in-between relation that is ontologically basic. In the same way, he
argues that the reality consists of two distinct but inseparable movements—the virtual
and the actual. While the virtual comprises mobile structures where “differential ele-
ments and relations along with the singular points which correspond to them” (Deleuze,
1994, p. 272) form the creative component of reality, the actual consists of conditions
and states of affairs within which spatiotemporal situations are established and form
the calculable, foreseeable, and presumed component of reality. By producing singu-
larizations that hardly fit in the predictable aggregations of the actual, virtual move-
ments often mean the establishment of trouble in various situations. Not so much
because they oppose the universal, but since they tend to extend themselves and unfold
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close to each other. And this is perhaps what happens to Amira and the swimming
instructor at the moment when Amira becomes a person who floats. Close to each
other they start to vibrate, and the vibrations as a process generates effects of different
bodies (human and nonhuman) that open up various ways to both learn and teach how
to float that do not conform to a static apprehending of the aforementioned ten-stage
model of the swimming education.

It is not that the approach of the ten-stage model and the process between the swim-
ming instructor and Amira are opposed binary forces or educational worldviews; nei-
ther are they distinguished by scale, size, or dimension. Rather, they presuppose each
other and coexist as different forms of educational segmentarities. While the force of
the ten-stage model is rigid and delivers specific swimming training at the agreed
swimming lesson, in tune with the whole (curriculum, swimming instructors, teachers,
and the realms of perception and representation), the force of the process between
Amira and the swimming instructor is flexible, imperceptible, nonrepresentable, and
concerned with assembled bodies that are perceptually becoming. For Deleuze and
Guattari (1987, pp. 199-200), this is a distinction between molar and molecular lines.
The molar line of the ten-stage model can predominantly be defined as a calculated
arrangement to “ensure and control the identity of each agency, including personal
identity” (Deleuze & Guattari, 1987, p. 195). In this rigid line of segmentarity, there
are no becomings. It works just like an established discourse that keeps bodies in their
original positions. The molecular line of the relation between Amira and the swim-
ming instructor, on the other hand, brings about short-lived and transitory
segmentations-in-progress, and sometimes (as the moment when Amira learns to float)
these molecular lines extract themselves from the molar and while they mutually
destroy each other’s segmentarity a “line of flight” is produced (Deleuze & Guattari,
1987, p. 197). However, there is no guarantee that molecular lines produce lines of
flights. It can go either way, that is, both liberate and constrain bodily capacities. As
Deleuze and Guattari (1987, p. 197) say, “there is a line of flight, which is already
complex, since it has singularities: and there is a customary or molar line with seg-
ments: and between the two (?), there is a molecular line with quanta that cause it to
dip to the one side or the other.”

For me, it is suddenly not so far-fetched that the heart of educational events as
movements toward physical activation, higher education, and the dissolution of health
inequalities could be quantum spaces. Or that novel learning requires quantum spaces,
and not so much combinations of the curriculum or the ten-stage model as a whole and
its parts, that is, students and their calculated progresses. Even if the curriculum’s or
the ten-stage model’s quest for essences of problems (what) may pinpoint contradic-
tions or socially more acceptable activities in an absolute swimming education as well
as skills and abilities in absolute swimming instructors and students, they do not
include emergences of the essential multiplicities of various problems. So, whenever
the curriculum or the ten-stage model conceptualizes essences of problems detached
from their multiplicities, they risk becoming constructions of empty universals, and
where the same instructions and exercises are supposed to fit all students (compare Au,
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2016, Giroux, 2010; Valente & Collins, 2016) and transform them into swimmers. And
if someone unexpectedly fails to learn to swim, it is perhaps something wrong with
that student. To me, this space of marginalization is almost unbearably familiar, and I
guess most of us have been there. At least sometime. Thinking, preferring, wishing,
and almost begging students to listen to the instructions, be more interested, stand still,
sit down, not think so much of their appearance, lose weight, build some fitness, show
a little courage, change into the right clothes, put some trust in us, or at least try to do
the exercises, and hence learn in a way coherent with the dominant culture of a
standard-based education. However, in relation to the swimming instructor, Amira
seems to develop a strange passionate complicity, a whole intense molecular existence
that does not even enter into a rivalry with the route she is supposed to take part of in
the ten-stage model. By bodily engaging with each other, Amira and the swimming
instructor are no longer individuated as subjects, but as a new set of interdependent
intensities that start to unfold close to each other and set in motion various desire that
make them think beyond the regulations of the ten-stage model and attend a situation
of novel learning—teaching. And while their collaboration forms a smooth and flexible
flow marked by quanta, the state of passion is perhaps what makes the swimming
event endurable for Amira, the swimming instructor, me, and you?

I suggest that we slow down a bit here and try to figure out what is going on, or
whatever could go on? Amira’s participation in the swimming event is not imaginary;
it does not go on in her/my/your head. It happens right here and now. It is for real, and
Deleuze and Guattari (1987, p. 196) would probably say that there are “two politics
involved... a macropolitics and a micropolitics” that do not envision learning pro-
cesses, trustworthiness, and quality in at all the same way. And as already discussed
there are two different types of relations. Some inherent to the ten-stage model involv-
ing carefully determined aggregations of those who can perform the planned exercises
and those who cannot. And some slightly more difficult to localize and that are always
external to themselves, and instead have to do with the flows of elements that defies or
eludes these divisions between right and wrong, knowing and unknowing, taught and
untaught, teacher and student. So, why is Amira not fully comfortable with the occur-
rence of her extra-self as a knowing and taught instructor? Why does she excuse her-
self and says that she did not mean to be rowdy? That she really tried to follow the
route of the ten-stage model, but failed? In the middle of her success also unsuccessful.
Proud and ashamed. Normal and abnormal. To me, it seems that even if the present is
produced in this latter quantum flow and by the ungraspable matter of something that
has already happened (Deleuze & Guattari, 1987, p. 196), quantum flows and lines of
segmentation still interfere with each other and while this brings some flexibility to the
molar it also brings some rigidity to the molecular. I mean, for a few seconds Amira
perhaps reached the greatest amount of suppleness possible in her molecular relation
with the swimming instructor, and which she cannot go beyond. At the same time, it
seems like nothing has changed. While the swimming instructor will go on as a know-
ing and taught teacher, Amira will go on as an unknowing and untaught student. Yet,
everything has changed. Amira and the swimming instructor seem to have reached the
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aforementioned line of flight. A line that does not allow the existence of segments and
seems to uncover hidden parts of both Amira and the swimming instructor. A line that
makes both molecular quantum flows and molar lines of segmentation explode. At the
moment when Amira learned to float, I guess she broke through the wall and got out
of what Deleuze and Guattari (1987, p. 199) call “a black hole” of not knowing how to
float in the water. She says it is difficult to orientate and she does not know where to
go next, so she might have been a bit dazzled when she came out into the light. But one
thing is for sure, her floating skills are not hiding in the dark anymore. Simply, because
there is no darkness to hide in. No form or predetermined pattern that creates shadows
and contrasts that will allow her floating skills to hide again. To get rid of that pattern,
both Amira and the swimming instructor seem to dismantle themselves, Amira as a
student and the swimming instructor as a teacher. To me, it is a bit like they dismantle
themselves to get hold on themselves through the encounter with each other, and hence
become capable of learning again.

Dismantling Ourselves—A Step Toward Physical Activation,
Higher Education, and the Dissolution of Health Inequalities?

So what does dismantling ourselves really imply when it comes to educational events
as movements toward physical activation, higher education, and the dissolution of
health inequalities? To me, it seems like we need to support and maintain teaching as
an “open system” (Deleuze, 1995, p. 32), and relate training activities to situational
circumstances rather than predetermined results. In open teaching systems, training
activities do not turn up ready-made. They do not preexist, but have to be invented by
those who participate in the event. The job of teaching is to contribute to the produc-
tion of new training activities with their own necessities, requirements, and indispens-
ability of/in the moment. And hence start to learn again. But there is no way I can
guarantee that we will approach courses in physical education for more. Nor can |
promise immediate progression. Open teaching systems mean, per se, that we do not
know the end in advance, that is, what exactly we will learn.

Perhaps it would be more reasonable to say that if we want to develop courses in
physical education for more, we should do our very best to go back and forth between
quantum spaces and segmented spaces. And where situations like the one where the
swimming instructor discovered that physical contact is important for Amira to feel
safe in the water can be a constant inspiration to the established curricula and rigid
teaching models, at the same time as the ability of the established curriculum and rigid
teaching models to measure activities can be helpful when it comes to the translation
of the often quite “strange” results of situations like the one when Amira learned to
float. I know that this is not an easy task, but ignoring what Deleuze and Guattari
(1987, p. 486) express as “all progress is made by and in striated space, but all becom-
ing occurs in smooth space” would be to do many students a disservice. The statistics
have already shown us that students will have insufficient opportunities to learn if we
hold on to segmented spaces (compare Poplin et al., 2011) and try to save them from
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various multiplicities, and I can only speculate about what would happen if we, out of
some sheer convenience, hold on to quantum spaces and try to isolate them from seg-
mented spaces. Probably, we would not only help students to live in a lie for a short
while; we would also be co-creators of that lie. It would be like helping students to
become other, but not to rewrite the rules so that the changes they undergo can be
recognized as qualities. To be co-creators of amazing relieves in their bodies, and at
the same time throwing them to the wolves. Cynics might say that at least they will die
happy, but can you feel the fear in their bodies just as the wolves attacks them, in the
swimming instructor’s body, my body, your body when they/we realize that they/we
have failed? Again. To have become a fantastic success in one moment only to realize
that they/we have become even bigger troublemakers in the next moment. Exhausting
I would guess. And life-threatening. For the students. The swimming instructor. Me.
You?

So, dismantling ourselves is not only about taking a step back, putting our roles
aside, and opening up for others to affect local training activities within our so often
rigid spaces of physical education. It is also about allowing changes in the constant
curricula, and thus endlessly renew the space it striates. There is an enveloping char-
acter of this process that devoid any kind of homogeneity. No predetermined linkages
between one space of physical education and the next can be defined, and the space of
physical education can be affected in an infinite number of ways (Deleuze & Guattari,
1987, p. 485). When it comes to quality and quality assessment, these conditions are
entirely different from those determining the metric space of physical education and its
constant curricula. No longer relating to a universal stand but to concepts of our under-
standings in a situation, quality becomes what happens, and hence an event in the
moment that defines various rhythmic values of physical education that are not found
elsewhere. These values are results of various desire produced in the moment of each
training activity.

Dismantling ourselves thus implies that we need to counteract every attempt to
define what quality is and how quality can be assessed in the long term. And to co-
create cultures of innovation where new qualities continuously can be produced and
tied to novel individual values. For me, this is a political matter of equality, equality of
bodily movement, and hence educational equality. And to set quality in motion, like I
collectively suggest in this inquiry, puts the discussion of predetermined methods,
criteria, and definitions in physical education in an ominous political perspective of
exclusion, oppression, and production of otherness not far from what can be find in
today’s prejudices about gender, ethnicity, race, and sexuality. And to stop producing
prejudices and inequalities in physical education, I guess we need to make sure that
there is a lot of friction between quantum spaces and segmented spaces without ending
up with one taking over the other. Hence, dismantling ourselves emphasizes the impor-
tance of trust and consultation between different interests in order to put up new ideas,
that is, innovations. By supporting creative creations that make communicative differ-
ences in physical education, I guess bodies will be set in motion in relation to each
other in each training event. Physical and mental motion that, if we are brave enough
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to bridge divergences, will be allowed to make differences in some later events. Events
that may be about physical activation, higher education, and dissolution of health
inequalities, but also about something completely different. So, what do you think?
Can we do it together? In a quantum space?
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Substances are not permanent and
qualities are not consistent

I guess the swimming instructor did not begin her teaching with an affective lens
as she made use of the ten-stage model for swimming education. Yet, as she spent
more time in the water engaging with students, buoyancy aids, and the smell of
chlorine, a multitude of sensations turned up. For instance, a moment with Amira
emerged, and which she did not seem to be able to escape. Later, she told me that
she was surprised when Amira learned to float, and that there was some kind of
energy (or force?) that spread from their encounter in the water. "In the midst of
all the surprise, I was elated, and I felt (and thought?) the importance of all bodies
involved simultaneously” (swimming instructor 2019). In this moment, I guess the
swimming instructor could not be separated from Amira and Amira could not be
separated from the swimming instructor. Niether of them was more significant
than the other. Rather, their bodies slowed down and picked up speed in the
encounter with each other. Entangled with the water, the smell of chlorine,
buoyancy aids and the ten-stage model, they became a continuously varying
teaching-learning-collectivity — and an assemblage. I guess, Deleuze and Guattari
(1988) would say that the intensities that extend and reduce capacities of their
bodies within this assemblage are affects. And, by affecting and being affected by
this moment, I guess we have a chance to reimagine quality within physical

education, sports, and research.

But before we go there, I suggest that we spend some time exploring the bodies
involved in the teaching-learning-collectivity. In the moment when Amira learned
to float, it seems like we existed without a particular arrangement or purpose. No
one was pregiven as an object or a subject. When it comes to the development of
swimming skills, 1 suggest elsewhere that the teaching-learning-collectivity is
something other than the ten-stage model suggested by the City of Gothenburg.

In the teaching-learning-collectivity, bodies have no essential qualities or
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distinctive features, as combined, form physical and conceptual dividing lines
between swimming instructors and students. Perhaps, Deleuze and Guattari
(1988:223) would say that in the absence of predetermined characteristics “we are
composed of lines... or rather bundles of lines” constituted by the very materiality
of the swimming event. It is processes of becoming, and while we most often tend
to think of teachers and students, coaches and athletes and researchers and data as
specific categories, these processes imply that we are continuously produced by
various material forces and movements that together create a constant variable
space of relations. Amira and the swimming instructor are not objects of

perception. Rather, they are what we become aware of in the encounter.

And, this encounter in which Amira learns to float is not a simplistic relation. It is
an entanglement that extends horizontally. I guess Deleuze and Guattari (1988:21)
would say that it is a rhizome that unfolds along the intertwined paths we move,
Amira, the swimming instructor, the water, the buoyancy aids, me, and perhaps
you? For Deleuze and Guattari (1988) a rhizome is a nonpredictable web of
possibilities. I guess it is quite common to think of rhizomes as various ‘root-
systems” that spread horizontally in the soil via different connecting knots. Root-
systems that branch out unsystematically? And, these root-systems are very
different from arborescent tree structures whose branches extend from a central
source and are much more hierarchical, linear and predictable. Rhizomes operate
through wvarious offshoots, evolvements, and captures. Thinking with the
rhizomatic-encounter in which Amira learns to float, I guess qualities can no longer
be specified beforehand, they are not predetermined and linked to the abstract
conception of good practices. It is not so much that the swimming instructor act
like a Cartesian subject and treat Amira as an assessable and trainable object.
Rather they show us an immanent situation, and perhaps a post-Cartesian logic
when it comes to qualities in physical education, sports, and research. And, by
moving away from the so often taken for granted binarity between the assessor
and the assessed, it seems like they acknowledge the materiality of situation

(swimming education).

Acknowledging the materiality of situation challenges the idea of ourselves as
rational, thinking, and knowing teachers, coaches, and researchers (subjects)
separated from all other elements in our surroundings. Elements which (within the
Cartesian view) ate most often unreliable and problematic. In their encounter, the

swimming instructor does not put herself ahead of Amira, and the expression of



SUBSTANCES ARE NOT PERMANENT AND QUALITIES ARE NOT CONSISTENT *

qualities does not refer back to the swimming instructor and the ten-stage model
for learning to swim. Rather, quality seems to be represented by the process where
Amira learns to float and this process is not necessarily something positive, safe,
and controllable. The process whereby Amira learns to float is relational, and for
me it is quite unclear where it starts and to whom it belongs. It seems to be ongoing
in the pool, flowing from the water, the buoyancy aids, the ten-stage model, and
the swimming instructor, but it also seems to go on in Amira who becomes
affected and qualified in the moment. When we acknowledge the materiality of
physical education, sports, and research, I guess, qualities often pop up surprisingly
and without warning. Qualities are not characteristics. They are not personal, and
they are not the same as success related to predetermined goals and thus good

results of diligent practice.

What if today’s common notion of quality as individual success related to
predetermined goals in physical education, sports, and research is just a fiction? A
fiction that we have invented and in which we, over time, have come to believe, a
kind of illusion of well-executed performance that can hardly be improved? Yet,
this dialectic understanding of quality and quality-assessment seems to anchor us
quite firmly (and safely) in a dominant reality of physical education, sports, and
research that we perhaps no longer believe in. Once we have encountered Amira
and the swimming instructor, I guess the world of physical education, sports, and
research seems much more fragmented. And at least for me, there is no turning
back. I wonder when do we talk about the possibility that the binary relation
between the assessor and the assessed (teacher and student, coach and athlete and
researcher and data) is just an assumption and something we have habitually
accepted as the truth? Where and when in physical education, sports, and research
do we devote time and attention to the history and politics of quality and its
processes of assessment? Why do we advocate one quality-assessment at the
expense of others? And when do we learn that today’s quality-assessment is just a
construction that we have created and not a truth we have found somewhere out
there?
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I cannot stop wondering whether it is our knowledge of best-practice regarding
quality and quality-assessment that also limits us when it comes to inventing the
new. Perhaps that is also why we get so easily annoyed by the discussions in this
thesis and claim that this thesis mostly contains speculations and not so many
reliable answers? For me, however, the possibility of further speculation is not
about negligence. Rather, it is an attempt to bring in to being what we do not yet
know about quality, quality assessment, and much more. Deleuze (1994) suggests
there is always a risk that our established thoughts limit us when it comes to
thinking novel thoughts. And precisely therefore, I guess, it is important to talk
about how our ideas about quality and quality assessment in physical education,
sports and research came to be real. It is important to talk about how we maintain
these ideas in today’s teaching, coaching and research. And, it is important to talk
about who is favoured and given voice, and who is silenced by this way of thinking
and knowing quality and quality assessment? Although most of us assume we work
inclusively, I guess physical education, sports, and research are too often designed
to exclude. And even if this is not a particularly new speculation, it may be

important to keep in mind when trying to work with sustainable inclusion.

I must admit that I had not thought much about sustainable inclusion when I first
met Amira and the swimming instructor. And I had thought even less about
sustainable inclusion without sustainability. Rather, I was inspired by the non-
order of the process when Amira learned to float. I guess we all wondered what to
do in the encounter. Entangled to each other, our wonderings were not so much
individual but relational. Intertwined and twisted together, it is difficult to say how
these wonderings arose and ceased. All I know is that they moved us in various
directions, and that they created capacity to, among other things, rethink quality
and quality assessment. What if quality in physical education, sports, and research
is related to uncertainty and wonder, and our capacity to affect and become
affected, and to ultimately think novel thoughts together with students, athletes,
and datar? Perhaps quality assessment would then be centred to process rather than
outcomer To elaborate, this implies that we are interested in the middle where
various connections between teachers and students, coaches and athletes and
researchers and data are established and re-established. Less important are where
these bodies start and where they are supposed to end. Instead, I suggest we focus
on how bodies pick up speed in the encounter with each other and thus their (our?)
becomings in physical education, sports, and research. Encounters where we can

form a rhizome with something else is perhaps what offers possibilities for quality?
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Even though physical education, sports, and research have roots, there is always
an outside where we can form a rhizome with something else, with students,
athletes, and data, and create various lines of flight. Perhaps quality is not a thing
but what we do when we open up our activities to conjugate different flows?
Perhaps we are "qualiting? What distinguishes qualiting from quality is that in
these processes we are entirely oriented toward experimentation in contact with
students, athletes and data. Qualiting does not reproduce what we already know as
good results. It constructs what we do not yet know, thoughts that we have not
yet been thinking regarding ourselves and others in physical education, sports, and
research. When qualiting, we simply foster connections between teachers and
students, coaches and athletes and researchers and data by the removal of
blockages that makes bodily movements and flows between bodies impossible. We
become open and connectable in all our dimensions. We become able to be
removed and separated from each other. We become reversible and liable to be
influenced and changed by each body we encounter. All we know about physical
education, sports and research can be torn apart, turned the other way around and
inside out. This implies that physical education, sports, and research can be
adapted to any kind of reconstruction released and enabled by an individual, group

ot social formation.

I guess one of the most important characteristics of qualiting is that the process
always has multiple entryways. Quality, on the other hand always come back to the
same. And while quality involves competence and the ability to do something
successfully, qualiting has to do with production and creation. Unlike quality
(which confines every accomplishment to overarching structures) qualiting rejects
any idea of predetermined performances. Performances are neither assessable
stages or positions related to predefined goals. Rather, they are (political)
possibilities for problems, entryways, and exits. They are situations in which
students, athletes and data live out politically and with all the force of their desire.
I do not intend, however, to revert to a simple dualism by contrasting the
characteristics of quality and qualiting. Perhaps it is the essence of qualiting to
reach quality as much as it is the essence of rhizomes to intersect and sometimes
merge with various roots? And I guess the opposite is also true? It is a question of
method where qualities in physical education, sports, and research should always
be put back into processes of qualiting. It is important to note that both these
processes are far from symmetrical, and it is not accurate to say that qualities

reproduce processes of qualiting. Rather, it is like the quality criteria in the ten-



SUBSTANCES ARE NOT PERMANENT AND QUALITIES ARE NOT CONSISTENT *

stage model, which begins with selecting and isolating students into various
groups. Groups that we intend to reproduce. The idea of producing the same
always creates qualities, and attracts them. I guess the quality criteria in the ten-
stage model often translate the process of qualiting into an image of right and
wrong. It organizes, stabilizes, and neutralizes the encounters between various
bodies according to the ten stages of significance and subjectification belonging to
it. It simply structuralizes the qualiting process and, when we think that we are
producing something new, we are, in fact, only reproducing ourselves as teachers,
coaches, and researchers. That is also why I suggest that focusing on quality in
physical education, sports, and research is so dangerous. It forces us into situations
which make movement difficult and where no progress seems possible. Situations
in which hierarchical practices grow and form a centere from which related and
supplementary activities emerge. Situations of structuration, stabilization, and

limitation.

I guess we are all familiar with situations where the rhizomatic processes of
qualiting have been broken and where our established knowledges of physical
education, sports, and research have covered the knowledges of students, athletes,
and data with impenetrable blotches. Situations in which we have put it right for
them and blocked all other ways out until they have begun to believe in the
hierarchy of knowledges and started to desire their own guilt and responsibility.
Situations in which we have rooted shame in them and closed them off from the
rhizomatic processes of co-creation and co-construction of physical education,
sports, and research. Situations in which we have rooted them in our established
activities, occupied their bodies, and directed their minds toward what we already
know as good results. And I guess, our intentions have been good every time we
have taken their suggestions into account and appreciated them based on our
current knowledges, just to put them back onto the established images of physical
education, sports, and research. Students, athletes, and data, are all allowed to live
their lives and express themselves but perhaps only after every hole they could

possibly escape through has been blocked?

By encouraging and following structural events that will necessarily happen in
physical education, sports, and research, we will, in one way or another, destroy
the processes of qualiting. And once these processes of qualiting have been
obstructed by our attempts to help students, athletes, and data acquire specific

qualities, I guess it is all over? No desire makes us move around and encounter

139




140

* SUSTAINABLE INCLUSION WITHOUT SUSTAINABILITY

each other anymore. And, no knowledges get mixed thoroughly, because it is
always by the rhizomatic process of qualiting that desires, moves, and produces.
Whenever we try to form hierarchical practices in physical education, sports, and
research, unintended consequences will occur and make us stumble and fall into
situations where no progress is possible. Perhaps, Deleuze and Guattari (1988:14)
would say that we fall into our death; the rhizomatic process of qualiting, on the

other hand, “acts on desire by external, productive outgrowths”.

This is also why I suggest that it is so important for teachers, coaches and
researchers to invite students, athletes and data to nonsystematic processes of
qualiting. To connect qualities back into the process of qualiting and bring
hierarchical practices of physical education, sports, and research back into a
rhizome. In their unconscious moves of their encounter, I guess, Amira and the
swimming instructor are qualiting in a rhizomatic process with the water, with the
ten-stage model, and with me in the stand, but also with the line of flight of the
floating, the learning, and much more. And it is interesting how these lines are
released and how Amira’s movement is made possible, how she becomes a floater
without being rooted in the swimming education, without being positioned under
the swimming instructor, and without being subjected to a power takeover by the
ten-stage model. I would say that they extract themselves from the qualities defined
by the ten-stage-model and thus the principal method of communication in
swimming education where teachers teach and students learn. They simply disrupt
the local balance of power. Perhaps physical education, sports, and research can
be opened up in all directions and form various rhizomes? As you might have
already guessed, I am a bit tired of hierarchical practices. And, I suggest that we
stop believing in qualities because they cause us too much pain. As I see it, they
are sad images of thought that repeatedly encourage us to imitate established

practices of physical education, sports, and research.

In contrast to collaborative processes of qualiting, qualities require opposed
elements. Teachers as opposed to students, coaches as opposed to athletes, and
researchers as opposed to data, and where the latter parts of these relations need
to run from bottom to top to fulfill necessary conditions and qualify in physical
education, sports, and research. No matter how hard we try, we can never get
beyond our binary relations and fake rhizomatic processes of qualiting.
Preestablished knowledges, capabilities, and expertness do not move us any

further. Quality systems are hierarchical arrangements with central points from
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which all activities are directed, and so also subjectification. And those of us who
make it, become mechanical moving devices made in imitation of physical
education, sports, and research. Within quality systems, we can only receive valid
information from a unit positioned at a higher level and we can only get
subjectively affected along predetermined paths. And as you perhaps have already
figured out, I suggest this is one of the current problems when it comes to
sustainable inclusion in physical education, sports, and research. Physical
education, sports, and research which still adhere to the oldest way of thinking by
giving memories and central organs all the power. In quality systems, students,
athletes, and data have only one active party to work with, the superior teacher,
coach, and researcher. The processes of transmission are predetermined. The
quality system pre-exists students, athletes, and data, who are invited to participate
by being assigned a pre-selected place. And, I guess that even though we
sometimes think we are working rhizomatically, it may be a false experience
because these seemingly non-hierarchical processes can only be recognized as valid

in hierarchical systems.

I wonder why quality systems in physical education, sports, and research are
hierarchical? Sometimes it seems that we are trying to create superior narratives by
providing chains of reasoning where truths about students’-, athletes’- and datas’
achievements are established by means of already accepted truths? And I wonder
if it is possible to do things otherwise? Amira do not learn to float in a centered
process. She learns to float in a process where bodies (human and non-human)
encounter each other and where various affects run from one body to any other.
A process where she and the swimming instructor are interchangeable. A process
where they are defined only by their state in the moment. A process without
preexisting centers from which certain activities can be developed. A process
without specific trails that connect one place of being with another. Nothing can
be improved, and nothing can be worsened. Things can only change. At least
sometimes. Perhaps, Deleuze and Guattari (1988:17) would suggest that
“transduction of intensive states replaces topology”. Without any copying of the
ten-stage-model and without any tracing of success, Amira’s and the swimming
instructor’s rhizomatic process of qualiting gives us a glimpse of how unconscious
physical education is produced, and with it, new desires and new statements of
swimming education. To be more precise, qualiting has not so much to do with
representations as imaginary forces based on sensible efforts as it has to do with

the explosive effects of a desiring-machine and the fractured practice of a dissolved
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swimming education (cf. Deleuze 1994:98). I guess we cannot control processes
of qualiting. This is also why I situate them as productions of unconsciousness

practices.

It is interesting how quality has dominated the reality of physical education, sports,
and research for so long. It is interesting how it has dominated all our thoughts.
Perhaps we have a special relation to hierarchies, and to “hierarchisation”; and to
cultivate and train participants using linear models? The activities of students,
athletes and data must meet certain criteria to be eligible for their positions and
qualify for further participation. Amira and the swimming instructor’s rhizomatic
process of qualiting, on the other hand, is a liberation of quality, not only from
achievements and accomplishments but also from assessments such as good and
bad, right and wrong, and success and failure. Often, I am worried that the
hierarchy has implemented itself into our bodies, making our activities in physical
education, sports, and research rigid, inflexible, and condemnatory. I am also
concerned that we are creating impenetrable boundaries and where some students,
athletes, and data are included, and others are not. Perhaps qualiting is our only
way out (and in)? Within rhizomatic processes of qualiting, there is no dualism of

here and there. Nor is there a dualism of those who are valuable and useless.

What I am trying to say here is that processes of qualiting seem to connect our
bodies to other bodies without regard to any hierarchical arrangements. And
perhaps we are not necessarily linked to bodies with characteristics of the same
nature? Processes of qualiting put into play very different knowledges (and non-
knowledge), and they are not reducible to one or the other. Nor do they add one
knowledge to an other. There is no right source of knowledge and there is no
original source from which knowledge can be obtained. Processes of qualiting do
not belong to any body. They are not even composed of units but various
dimensions, and perhaps directions in motion. Processes of qualiting have neither
clear beginnings nor definite ends, but always a middle from which they evolve.
They are rhizomes including neither subjects nor objects. And when rhizomatic
processes of qualiting change in dimension, I guess it change in nature as well.
Unlike processes of quality assessment, which include established roles and
positions with binary relations, processes of qualiting consists only of segmenting
lines and liberating lines and where we, in connection with the latter, will undergo
transformations and change in nature. Not just me, you, and other teachers,

students, coaches, athletes, researchers and data, but also physical education,



SUBSTANCES ARE NOT PERMANENT AND QUALITIES ARE NOT CONSISTENT *

sports, and research in themselves. And these changes should not be confused
with goal-orientated movements from one predetermined point to an other.
Unlike processes of quality-assessment, processes of qualiting do not provide us
with reproductions. They work by variation, extension, engagement, involvement
and unforeseen offshoots. When it comes to qualiting in physical education,
sports, and research, it is precisely these processes that must be produced if we are
serious about reaching sustainable inclusion. Processes that are always open-
ended, inviting, and changeable. And when it comes to quality-assessments in
physical education, sports, and research, I suggest that these processes are also
what should be mapped. What is at stake here is our relations to students, athletes,
and data, relations that are very different from hierarchical relations and where we

encounter each other in the middle.

Processes of qualiting are always going on in the middle. And I suggest that the
situation where Amira learns to float is made up by a process of qualiting. I use
the word “qualiting” to characterize something ongoing, a self-vibrating milieu of
bodies whose evolvement does not have a predetermined goal. Instead of valuating
students’-, athletes’-, and data’s development in relation to external ideas of
acceptable results or end-products in physical education, sports, and research, 1
suggest we evaluate them in relation to their internal value for the processes they
participate in. For instance, while the ten-stage model for swimming education
has different levels for success and partial termination points and works like a
uniform wave that never changes no matter what happens in the pool, we could
ask: What takes place in the situation where Amira learns to float? A situation
composed in the middle and that opens up for communication (affects) between
vatious bodies: Amira, the swimming instructor, the water, the smell of chlotine,
me in the stand and perhaps you? While writing this thesis, I guess I am qualiting
too. Each time I start to write, I ask myself what encounter with Amira and the
swimming instructor I will tackle today. I write a few lines here and there. And the
lines do not seem to be very still. I have seen them move to other sections, and
sometimes they have even left the thesis and proceeded to other texts and projects.
And I have no intention of stopping them. For me, it is a possibility to stay in the
middle, and perhaps it is also a method that successfully constructs it A method
that constructs teaching-learning-collectivities. A method that constructs physical
education, sports, and research as assemblages with their outsides and not so much
physical education, sports, and research as images of predetermined goals. A

method that constructs rhizome-physical-educations, rhizome-sports, and
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rhizome-research and not so much dichotomies, models of importance in relation

to the success of something else and productions of the same.

Why is it so difficult to stay in the middle, to be in motion and to allow our
activities to change? Why is it so hard for us teachers, coaches, and researchers to
avoid relapsing into old habits? When Amira’s floating skills came into existence,
they did not occur from the swimming instructor and predetermined ten-stage
model of swimming education. Nor did Amira have any particularly important
prior knowledges. Her floating skills occurred somewhere in the middle. In the
middle where she and the swimming instructor simultaneously became both
students and teachers. In the middle where their qualities could not be separated
from their encounter. In the middle where their roles where no longer permanent

and the quality-assessment was no longer consistent.
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herself who would learn things in the swimming event, and not the other way around. But at the
moment when Amira would learn to float and tried really hard to follow the instructions to relax and
act like she was sleeping in the water, she also got water in her ears, she panicked and had a strong
desire to move her body closer to the swimming instructor’s body. Simultaneously, she put her
hands on the swimming instructor’s arms and showed the somewhat surprised swimming instructor
how to move her body closer to Amira’s body in order to make Amira feel safe in the water.

At the moment, it felt like a small and almost insignificant gesture that mostly violated what I was
expected to do, and made me a troublemaker. But now, as we sit here and talk about it, it suddenly feels
very important considering that I actually learned to float. Somehow that little disrupting movement, and
the tiny little space it was given when she stopped in her tracks, become big (field note, December 2019).

I have written about this moment before (Andersson et al., 2021a). How Amira and the
swimming instructor start to trust each other instead of solely relying on a predetermined 10-stage
model for swim training, and dismantle themselves in an encounter in the water, and how the
dichotomy between their roles (and bodies) dissolves. How they become non-student and non-
teacher, and get hold on themselves as student-teacher and teacher-student and become able to learn
again. And, not least how they set in motion success and non-success in an educational event.

I have to admit that this short sequence when the swimming instructor, in the midst of her
amazement, takes a non-knowing position in relation to Amira and actually include Amira in the
educational activity of floating by waiting for her and relying on her signs touches on something that
is important to me, and which I think is crucial for how we (could) design inclusion processes in our
schools. Often, we are preoccupied with knowledge and facts expressed as models and methods of
teaching, and we tend to discuss educational content and practices through evidence-based research
(see e.g., Darling-Hammond et al., 2020; Davies, 1999; Jin and Jun, 2013). The teaching we
perform must be anchored in science, and hence be knowledge-based. And, sometimes this works
really well. What I find interesting, though, is that even if the swimming instructor had a pretty clear
evidence-based 10-stage model to follow in her teaching, she is actually doing something else, and
Amira confirms that the student’s opportunity to achieve educational goals may be about something
completely different. Namely, to patently leave room for nomadic movements between bodies by
not moving. Nomadic movements that imply processes of waiting and waitings as processes
(Deleuze and Guattari, 1988: 381), and where the swimming instructor shifts her focus away from
the established teaching method towards treating the established teaching method as one of many
elements in a swimming event. And, where we are waiting, continuing and simultaneously changing
in the encounter with each other. I have seen this before. Within open youth work (cf. (Seal and
Andersson, 2017). The activism of not moving and hence not knowing, and what energies, novel
learning situations, inclusion processes and potentialities it sets free. And where humbleness, trust,
patience and uncertainty become important conditions for inviting young people to processes of
mutual change and learning.

This is to practice teaching differently. And, to think outside the neoliberal framework of today’s
official educational organizations that often require an undeniable focus on end-products (Au, 2013;
Barrett, 2009; Pickup, 2020: 6). I would say it is the end of superior knowledge, divergences of
power and comparisons with each other, and an opening towards mutual recognition, coexistence
and situations of pluralistic knowledge production in “pure difference.” Pure difference is a
Deleuzian concept and implies that difference does not resembles that of contradiction (cf. Deleuze,
1994: 65, 70). It is not the negativities that are the driving forces. Rather there are positive dif-
ferential elements which regulate the occurrences of our desire and the differences in our desire.
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Including a constant mesh of resistance and refractions but no struggles for power, I guess it was not
a big deal for the swimming instructor to wait for Amira and simultaneously invite her to the process
of becoming a co-teacher. Nor did it seem particularly problematic for the swimming instructor to
deviate from the rigid structure of the 10-stage model. She simply did wrong to make right, and
hence to break open what was desirable and what was possible for Amira, me and perhaps you?
Unconscious and conscious. At the moment, the swimming instructor was not caught up in the
striations of the 10-stage model and she was not primarily productive of practical results in the
service of educational goals. Her focus was much more ethical, and to make room for Amira to
participate in the swimming training on her own terms.

This is also what this paper is about. Acknowledgment of the existence of more knowledges than
the established ones. And, honestly I am worried. Sometimes so much that it keeps me awake at
night. And, my concern does not only include the moment when the swimming instructor invites
Amira to become a co-teacher and where she simultaneously becomes a co-learner and where their
creative engagement makes them cross boundaries and open up for a new way of learning to float. It
includes every moment within and beyond physical education where we invite young people to
participate for real and hence wait for them to act, because there is rarely room for deviations and
novel solutions in today’s official organizations (Taylor et al., 2018). Often, it is only the already
known that is allowed to (re)circulate inside their regulated relations of predetermined knowledge,
facts and expected outcomes. No matter if it is educational organizations, sport associations or youth
clubs. So, perhaps without even being aware of it, the swimming instructor puts herself at risk by
making use of a nomadic approach to training within an official organization that advocates a more
stable and solid approach to education, and thus becomes untrustworthy, obscure, mysterious, and
perhaps even threatening by conceptualizing training and education differently (cf. Deleuze and
Guattari, 1986: 5). Eventually, she may even be excluded, and if so, the students involved in her
inclusion attempts will undoubtedly be part of that exclusion (Andersson et al., 2021b). And, instead
of bringing people closer together, the current style of official educational organization helps to
bring them apart.

Taking this concern seriously, I argue in this paper that we perhaps need to (re)think official
educational organization on the line provided by the swimming instructor, and hence to figure out
what nomadic swimming training may do to the style of organization. It is about collaborative
teaching-learning situations where various predefined knowledge and novel knowledge affect each
other and produce results we cannot be sure of in advance. And, this is also my onto-epistemological
approach. Without emphasizing conventional claims on truth, rigor, reliability, validity and gen-
eralizability and instead encouraging learning and emergence of novel understandings, I alternate
creative-observations (Andersson et al., 2020) made by me and Amira within a “case-assemblage”
(Andersson et al., 2021a) in a swimming event in elementary school in Gothenburg 2018-2019 with
my “own” experiences, thoughts and speculations. My intention is that this auto-ethnography-like
design (cf. Denzin, 2014) will enable me to create a space of inquiry within which we will be able to
encounter and change our knowledges collectively, Amira, me and perhaps you. In this practice of
inquiry, each piece of knowledge becomes important, performative, and methodological which in
turn abolish the distinction between knowing theoretically and doing practically. Ultimately, this is
to open up the inquiry to diverse visions of educational realities, to destabilize established
knowledges and co-produce novel learnings. Hence, this inquiry is undoubtedly a political act
within which I actively participate and enroll myself. And, as you perhaps already have noticed my
philosophical approach is Deleuzian. I discuss what I call friction-zones and virtual-actual flows
(Deleuze, 1994:272) in events that establish the internal conditions for teaching and learning. And, I
conclude by discussing the necessity to move from, a model-centered, autonomous and linear
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organizational style with predefined ends toward a decentralized and non-linear organizational style
with pluralistic knowledge creations and open ends. For Deleuze (1995: 100) this is not just an
aesthetic matter. It is also ethics, as opposed to morality. The (positive) difference is that morality
introduces us to a set of rules that constrain our actions and intentions as well as judge us in relation
to transcendent values (this is good, this is bad), and ethics acknowledge the existence of various
knowledges in a situation. Knowledges that do not have so much values in themselves, but offer
each other something to think with in processes of learning. From an official organizational
perspective, this is to open up for the small world’s politics. By focusing on friction-zones where
divergent knowledges interfere, and how various forces within these spaces constantly striates them,
and how they along with these courses of striations develop other forces and give off smooth spaces
(Deleuze and Guattari, 1987: 500), we have a chance to develop our own collective pedagogies, and
to let up-coming concepts, meanings, and ideas act instead of jeopardizing the contact between
various participants. It is to create common histories of learning and knowledge productions, and
hence to produce common grounds in/by motion. Ultimately, it is about inclusion processes in/by
motion. And, I guess it is also a call for us all to pay attention and resist unintentional productions of
exclusion, and thus all colonizing processes that includes superior knowledge (cf. Stengers, 2018:
79).

Creative-observations, case-assemblage, and auto-ethnographic-like
design

Resisting unintentional productions of exclusion is also what creative-observations and case-
assemblages are all about. To elaborate a bit, creative-observations are processes of negotiation
within which Amira and I (as well as other elements in the swimming event) interacted or perhaps
intra-acted and set free each other’s energies to move around and change both the inquiry and our
understandings of what was going on in the swimming event. Sometimes Amira and I just talked to
each other while we were sitting at the stand. In these situations, various thoughts, questions, and
answers evolved and coordinated each other. Although each thought, question and answer had
affective capacities, they were also results of affective capacities. Hitting each other’s thoughts,
questions, and answers and becoming hit by each other’s thoughts, questions, and answers, Amira
and I created a zone of uncertainty. Perhaps, Deleuze and Guattari (1994: 73) would say that this was
a zone where various affects were produced and populated the situation through uncontrollable
becoming of our thoughts, questions and answers, and that affects refer to pre-conceptual intensities
of bodily states of various uncertainties about what happens. The unstable images of the swimming
event | have managed to grasp are thus composed in collaboration with Amira. I call these ob-
servations creative because I associate them with movements. Movements within which Amira and [
increasingly lost our positions as researcher and data as well as subject and object, and became some
who set things in motion (Andersson et al., 2021b). And, the milieu for these movements was a case-
assemblage where various connections and creations within a vast network of forces and processes
continuously shaped our collaboration (Andersson et al., 2021b).

Working within a case-assemblage should not be confused with the English understanding of
assemblages, and that means the union of things (Nail, 2017). I do not strive to create essences and
link introspective stories to the cultural, political, and educational in the swimming event (cf. Ellis,
2004: 37). Nor do I seek much coherence by offering recognition and familiarity where Amira, the
swimming instructor, I and perhaps you are able to identify ourselves. The Deleuzian understanding
of assemblages implies much more transgressions of our habitual knowledges within arrangements
of heterogeneous elements. Elements that change by being combined and recombined with each
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other in ongoing processes. For Deleuze, an assemblage is “what keeps very heterogeneous element
together” (Deleuze, 2007: 179), and hence the processes of organizing (Livesey, 2010: 18) various
elements as alliances in a rhizome privileging connections, dynamisms, and heterogeneities, rather
than hierarchical and overcoding structures that prescribe what things are and what they will
become. For Deleuze and Guattari (1988: 25), thizomes include the logic of the “AND,” a tiny little
conjunction that perhaps hold enough force to shake and uproot the narrative I in conventional auto-
ethnography?

And... Always in the middle, without beginning or end. Working in a case-assemblage my lived
experiences and my past are no longer privileged sources of knowledge. Rather, it implies a
destabilization of traditional hierarchies between researcher and data that undoubtedly moves us
away from traditional auto-ethnographic (as well as phenomenological and critical pedagogical)
approaches where the researcher’s voice is often used unproblematically to produce reminiscent
stories that result in new discoveries and creations of ourselves (cf. Ellis and Bochner, 2000). It is a
move toward situations that troubles the authority of researchers, and in accompaniment with
Deleuze philosophy of immanence we disrupt the centering and the transparent effects of the
narrative “I” who seem to gather up various meanings and treat processes of knowledge production
as something predetermined. Immanence means existing, or remaining within, and implies a re-
telling that admits and questions the limitations of one narration performed by one narrator. And just
like Butler (2005: 83), I suggest that we need to confess openly the limits of our self-understanding,
and perhaps replace an extended reflexivity that would reveal more about my way of knowing as a
researcher with questions of what we can request from my (and others) voice?

My voice is not the origin of the case-assemblage, but that which is assembled. And, created in
the middle of various elements. Working in the middle has not so much to do with expressing central
or typical values in a set of data. Rather, it is to pick up speed that sweep me (and perhaps you) away
in unforeseen ways. And, to work in a multiplicity of heterogeneous and equally existing elements
(entities and processes) where the relations between various elements are more interesting than the
elements themselves (Deleuze and Guattari, 1988: 23). Sometimes, the relations result in new and
unusual events and hence becomings that open up what I can know, and sometimes they strengthen
former knowledges and hence arrangements of elements in relation to each other according to a
particular pattern. For Deleuze, there is a bi-directionality in multiplicities like case-assemblages. A
bi-directionality that includes two distinct but inseparable movements, the virtual and the actual.
However, the virtual is the condition for the production of various novelties and where “differential
elements and relations along with the singular points which correspond to them” (Deleuze, 1994:
272) form the creative component of reality, the actual is the process of establishment and for-
mulation of divisions that form the assumed, calculable and foreseeable component of reality. This
friction-zone, then, introduces smoothness and striations as a conceptual relation to rethink spaces
of official educational organization as consisting of complex mixtures between nomadic forces and
sedentary captures (Deleuze and Guattari, 1988: 474). Although nomadic forces open up, displace,
and sometimes efface characteristics and qualities belonging to certain elements, sedentary captures
close off and establish characteristics and qualities of specific elements. Important to note, though, is
that smooth spaces and striated spaces exist only in relation to each other. Smooth spaces are
incessantly being translated into spaces of striation, and spaces of striations are incessantly being
reversed to a smooth space. This friction-zone is also my space of inquiry, and why a small amount
of empirical data (at least sometimes) may inspire a relatively broad discussion of educational
organization.
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Situations of pluralistic knowledge do not produce good or bad bodies

However, before I continue to discuss what that tiny little space where the swimming instructor
waits for Amira implies when it comes to official educational organization, I want us to take a closer
look at the swimming instructor’s vulnerability as well as the importance of repealing it. By leaving
room for Amira to become a co-teacher, the swimming instructor simultaneously increase the
amount of expressed facts and subsequent knowledge variations in the swimming event. At once,
their moment of co-teaching/learning seems to be irreducible to the 10-stage model, to be outside its
sovereignty, and prior to its regulation. It comes from elsewhere. And, their method for learning to
float cannot be reduced to some step in the 10-stage model. Nor can it constitute another step of the
same kind. Instead, [ would say that Amira’s and the swimming instructor’s moment of co-teaching/
learning seems to be of the same nature as the Deleuzian notion of “rhizome” (Deleuze and Guattari,
1987: 30). It is like a pure and infinite multiplicity where each component ceaselessly varies and
alters in relation to the others, and that for some, who advocates a more stable and solid approach to
educational spaces, may produce confusion and be perceived as chaos, loss of value and hence
effect. It is a condition where the swimming instructor loses her factual superiority. She is no longer
in position to define how to teach. Or, how Amira should learn. She simply bears witness to another
kind of justice. She bear witness, above all, to the situational relations with Amira, the water, the
smell of chlorine and perhaps me at the stand. By inviting our weak signals to affect the 10-stage
model (and become affected by it), she opens up for an intense situation where more opportunities
for influence are created and where we move from one experiential state of our bodies to another
implying an increase or decrease in our capacities to act. It is a smooth space where there is no longer
any predetermined goal. And, she unties bonds and sets free bodies in what Deleuze and Guattari
(1986: 2) call “relations of becoming,” much more than she accomplishes binary distributions
between particular conditions of herself and Amira. In this respect, the swimming instructor’s
actions are of another nature/culture than what the static apparatus of the 10-stage model of
swimming training advocates. And, for some, this is a negative condition that requires corrections.
Corrections like, “don’t forget that we have a pedagogical model to follow” (field note, December,
2019) and “how can it ever be equal when she is constantly inventing her own solutions to teach
them things” (field note, December, 2019). During my time at the stand close to the swimming pool,
I have seen this happen countless times. Efforts from colleagues that lead to a return to normalcy,
and hence a return to the common professional and professional methods of the 10-stage model and
the goal that every student should learn to swim 200 m before they finish elementary school.
Ultimately, it is about transferring knowledge in a standardized and quality-assured way. And, a
desire for justice where all students are offered equal access to swimming education (Stad, 2017).

And, the intention is good. More problematic, however, is what the thinking of knowledge and
methods for swimming as something predefined in physical education may result in. During my
time at the stand, I have noticed how this approach to knowledge can code and decode the space for
the swimming training, and hence make it quite easy for some students to participate and more
difficult for other students. However, the swimming education becomes very successful in relation
to the students who are already prepared, capable, and qualified to learn to swim in the right way, it
becomes less successful in relation to those who are not. Sometimes it even seems counterpro-
ductive. There have been several occasions when students happily have jumped into the pool only to
leave it a few minutes later and sit next to me at the stand. Often completely crushed, angry, and very
disappointed at themselves, the water, the swimming instructor, and the style of organization related
to physical education. And, almost every time some teacher, swimming instructor, or assistant have
tried to explain to me that there is something wrong with those students.
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He is always so rowdy and never listens to my instructions even though I know I am right. I mean, he
really need to calm down and do what he is told in the water. To some extent, he needs to take re-
sponsibility for his own security in the water, otherwise he might as well sit on the bench (field note,
November, 2019).

And,

His parents are so overprotective because he has a diagnosis. I know he had to promise them to not go
into the water without any buoyancy aids, but honestly I agree with the swimming instructor when he
says that he cannot participate in underwater activities without taking them off. I think it goes without
saying. And, right now he refuses so he simply has to sit there for a while. Hopefully, he will change his
mind soon (field note, November, 2019).

So, to speculate a bit, it seems to go in one of two ways. Either the students succeed to adapt to the
10-stage model of the swimming training, or they become excluded from the swimming training. It
also seems pretty clear that those who are excluded are made responsible for both their own failure
and their opportunities to be invited to participate in the training again. And, this is not even the
worst part. The worst part is that we seem to allow the knowledge provided by the 10-stage model of
the swimming training to become something normative and create professional polarization be-
tween those instructors who strictly follow the 10-stage model and those who make exceptions.
And, while the perception of normality is narrowed down by the former, carelessness, unreliability,
stupidity, illegitimacy, and powerlessness are likely to be produced among the latter (cf. Deleuze and
Guattari, 1986: 5). Organizationally, we simply seem to weaken, ridicule and shut out the only ones
who actually tend to meet students on their own terms and thus counteract exclusion by non-motion/
motion.

And, this is a dangerous path. However, we seek justice and equal access to swimming training,
we seem to produce even more injustice and divided opportunities for participation. From an
equality perspective, the 10-stage model almost appears as something negative producing dan-
gerous knowledge and methods that we can either agree with or get lost with. Although serving us
an illusion of justice and equality, it also seems to provide us with quite undesirable consequences.
Consequences that are hard to overlook because at the same time as we divide knowledge, activities
and students into good or bad, right or wrong, and wise or unwise, we not only tend to reinforce
polarizations but also the truth of our perceptions and thus inevitably our prejudices. To speculate a
bit further, this is how racism, homophobia, and other oppressive activities emerge and are es-
tablished in societies, and also why we need to rethink the official organization of education on the
nomadic line of pluralistic knowledge provided by the swimming instructor.

The onto-epistemology of nomadic swimming training

As discussed above, nomadic swimming training is an intensive system that rests upon the nature of
the intense quantities of the bodies (human and non-human) involved in it, and which communicate
through their differences. For instance, when the swimming instructor tells Amira to act like she is
sleeping, Amira’s response does not echo that of the swimming instructor’s instruction. Rather she is
doing her best to keep her head up and avoid to get water in the ears. Hence, their relation is not so
much about resemblance, but of division and within which both Amira and the swimming instructor
change their behavior according to their own situational order. And, in the interval between their
movements there is this tiny little space Amira describes as very important for learning to float. Itis a
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short sequence where the swimming instructor becomes surprised and nothing happens, yet ev-
erything happens. [ would say that she experiences the immensity of the empty time/space where the
swimming instructor begin to notice the signs of Amira and realize that there is no danger. Amira is
not dangerous. And, she is not in danger. It is just about floating (and surviving), and the instant
opportunity to learn to float (and stay alive). I guess Deleuze and Guattari (1987: 256) would say that
they affect each other and that these affects, that come from both bodies’ own internal parts and
external parts, also affect what they are able to do. To the relationship that modifies Amira and the
swimming instructor, decompose them and recompose them as teacher-students and student-
teachers, there simply correspond various intensities that affect them, and hence increase and
decrease their power to act.

Drawing on Spinoza, Deleuze and Guattari (1987: 256) argue that affects are becomings, and
becomings relates to both what bodies are capable of in relation to other bodies and what extensive
relations they can be in. Furthermore, these affects move around and transform each other within
“assemblages” (Deleuze and Guattari, 1987: 257) which is self-organizing machines within which
at the simplest one body produce an affective flow that is broken by another. Nobody enjoys a
privilege over the others. Nobody possesses the identity of a leader, and nobody resembles a
follower. Amira and the swimming instructor are neither opposites nor similarities. Rather, they are
constituted by difference and their relation is very different from that of representation.

It is not that Amira and the swimming instructor do not move from one point to another, and that
they do not achieve any results. But, the question is what in their movements are governed by
predetermined principles and what are only consequences and factual necessities of their encounter?
And to elaborate a bit, the points Amira and the swimming instructor move between seems to be
subordinated to the paths they define. The point where the swimming instructor is expected to teach
Amira how to float is reached only to be left behind. And, just like other points this point exists only
as a relay. Furthermore, the path they move along do not assign them roles and regulates their
communication. Rather, it distributes them in an indefinite, non-communicating open space that do
not divide them into teacher, respectively, student. Hence, there is a significant difference between
the space provided by the 10-stage model and the space of the encounter between Amira and the
swimming instructor. Although the space of the 10-stage model is sedentary and striated by rules,
regulations and enclosures, the space of Amira’s and the swimming instructor’s encounter is smooth
and only marked by bodily characteristics that become increasingly insignificant and displaced with
their trajectory.

I noticed how the smooth space produced in the encounter between Amira and the swimming
instructor was a site for the actualization of novel learning and new ideas regarding swimming
education. It did not seem to occur completely natural, but while Amira learned to float, the
swimming instructor appeared more and more comfortable with her emerging position of not
knowing, and thus with the process where the hierarchical differences between their diverse
knowledges was deconstructed and assigned equal value in the situation. To put it differently, this
was a situation where not yet confirmed knowledges, unsecure knowledges, non-linear knowledges
and affective knowledges were invited to a complex process where more knowledges than the
confirmed and secured knowledges of the 10-stage model were included, and within which novel
common learning was produced. In this sense, novel learning and new educational ideas were
complex multiplicities constituted of various bodies, various relation between those bodies, and
virtualities corresponding to those relations in a situation. For Deleuze (1994: 364) these dimensions
(bodies, relations, and virtualities) is also what constitutes multiple reason, the principle of po-
tentiality and progressive determination. Hence, the onto-epistemology of nomadic swimming
training cannot primarily be defined as a movement of bodies, but as an infinite movement of our
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thoughts into a situation where more bodies than the body of the 10-stage model become important.
Perhaps, Deleuze and Guattari (1994: 37) would say that this is to lay out a philosophical “plane of
immanence” and provide that plane with situational concepts and understandings of swimming
training through a finite movement of thoughts. And if so, nomadic swimming training do not
include continuous movements (Deleuze and Guattari, 1986: 51). Rather, there are various ac-
tualities introduced that tend to cut up, divide and sometimes stop endless movements. This in turn
makes nomadic educational motion extremely uneven and fractured.

Understood as nomadic systems, educational realities consist of actual-virtual flows that es-
tablish their internal conditions for knowledge production. Although the former maintains stan-
dardized cultural norms, systems of organization, and categorizations, the latter destabilize them by
enabling bodies to resist such limiting forces. Educational situations thus have two odds which are
dissymmetrical and dissimilar, but not negatives. Just as the Deleuzian notion of immanence, this
implies a perspective that focuses on what happen between the two odds, that is, in the friction-zone
where various bodies, elements, knowledges, definitions, and relations interfere with each other.
And, further on, I will try to show that perhaps the notions of virtual and actual have for inclusion in
official educational organizations an ontological and epistemological importance much greater than
those of right and wrong in relation to representation of various educational models. Instead of
judging ourselves and each other, I suggest in a previous paper (Andersson et al., 2021a) that we
should ask whether we encounter virtual or actual elements, and hence what volumes of singular and
regular points correspond to the value of a given relation in an educational situation.

Re-thinking official educational organization towards friction-zones

So, for me, nomadic swimming training implies positive differences between actual and virtual
forms of organization. On the one hand there are exterior multiplicities of conscious ordering,
measuring, differentiating, and extensiveness associated with predetermined knowledge like the 10-
stage model—and on the other hand, there are interior multiplicities of unconscious, intensive,
libidinal, and impulsive evolvements associated with novel learning like the encounter between
Amira and the swimming instructor. When it comes to actual multiplicities and actual forms of
organization it seems quite reasonable to use the same standard of measurement as for right and
wrong. Things we do cannot be right at the same time as they are wrong. Being right is rather the
absence of being wrong. From this perspective, it is not possible for the swimming instructor to
teach right without following the 10-stage model. Nor is it possible for the swimming instructor to
deviate from the 10-stage model without being wrong. But, in virtual multiplicities and virtual forms
of organization being right does not seem equally capable of being viewed as the absence of being
wrong. And, just like the swimming instructor when she did wrong to make right in the situation
when Amira learned to float, I guess many of us have experience from similar situations where we
have done both right and wrong at the same time. Unlike external judgements acting upon us with
influences from the outside these assessments are interior, and hence productions of affects at work
in our relations. This is also why they cannot be included in the same metric of performance, and
why Amira and the swimming instructor, I and perhaps you do not move like grades up and down
the fulfillment scale (cf. Deleuze and Guattari, 1987: 361-362). This unpredictable change and
becoming of success/non-success is a multiplicity of virtual organization, relational, unconscious,
and irrevocably experienced, rather than predetermined, conscious, and measurable.

However, it is not my intention to establish a dualist opposition between actual and virtual forms
of organizations. In the assemblage of nomadic swimming training there are only multiplicities
forming multiplicities. Actual forms of organizations in virtual forms of organizations and virtual
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forms of organizations in actual forms of organizations. This implies a non-dialectical politics of
multiplicity ready to support and join a creative pluralism of educational organization and si-
multaneously counteract predetermined and controlling pluralism of educational organization. In
that sense, nomadic swimming training comprise friction-zones between actual multiplicities and
virtual multiplicities that replace positioning, interests, linearity and top-down control with en-
foldedness, relations between bodies, and becomings. So, unlike the ordering of today’s official
educational organization, the organization of nomadic swimming training includes a vital onto-
epistemological significance that is sensitive to various desire and do not deny open-ended change.

Open-ended change and the importance of slowness

The occurrence of friction-zones between actual multiplicities and virtual multiplicities implies that
the model of nomadic organization is a vortical one (cf. Deleuze and Guattari, 1986: 52). Rather than
secretly make space for pre-determined, linear and solid activities, it operates in an open space
throughout which flows of activities are distributed. Although the rational order of the metric space
oftoday’s official educational organization often is counted in order to be occupied, I guess Deleuze
and Guattari (1987: 362) would say that the smooth space of nomadic official organization is
“occupied without being counted.” In the same way nomadic organizations do not have overarching
theoretical patterns or general goals from which they are governed. Nor do they strategically
distinguish parts to develop, adjust or get rid of. Nomadic organizations are much more problematic
orientated, and organizational activities are considered only from the viewpoint of the affections that
currently surround them, and hence the accidental encounters between bodies that condition and
settle solutions to them. Perhaps this is also what Fitzpatrick and Russell (2013: 170) suggest when
they argue for the need to shift towards a more inclusive physical education that accepts and admits
the existence of complex and embodied experience of young people, and what Greene (1988: 84)
implies when she asks how we can make it easier for young people to break with the given and move
towards what is not yet? Together with these lines of thought, I put forward that this ontological turn
(Thanen, 2005) towards nomadic organization involves all kind of changes and operations in which
official educational organizations designate an event much more than an essence. And, while Landi
et al. (2020: 23) argue for the need to replace “McDonalds education programs” where all students
are treated the same, with educational programs that meet their population, I put forward that we
need to encounter students as well as other materialities on the micropolitical level in events. This is
especially important when it comes to my discussion of openness and slowness in organizations.
More precisely, the notion of event pinpoints the friction-zone where the actualization of the virtual
and the virtualization of the actual is going on. For Deleuze and Guattari (1994: 158), an event is
more unspecific yet more specific thanwe perhaps assume in today’s educational organizations.
Informed by my collective thinking with: 20, 84), Jackson and Carter (2000: 252) and Linstead and
Thanem (2007: 1483), I suggest that nomadic organizational activities are not something that just
happens, we do not simply decide, order, value, and judge various things. Nor are they well planned
and reveal truths about general movements forward. Rather, nomadic organizational activities are
not regarded as likely to happen, they are much more accidental, unexpected, and capable of
opening up the future. At the same time, nomadic organizational activities make differences and
change our abilities to interact. Hence, the differential nature of nomadic activities moves today’s
official educational organizations beyond conscious realizations of themselves and opens up for
more than their immediate interests.

So, when I speak of activities in nomadic official organizations, I speak of actualizations of
virtualities. And, since actualizations of virtualities never bring an end to their relations to other
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heterogeneous, always simultaneous elements in the extended world of the virtual, I also speak of
virtualization of actualities. This implies that actualizations are only temporal and that organiza-
tional activities are in uneven and fractured motion. This is also why nomadic organizational activity
is not so much a matter of closure but of openness. Organizational activities that have undergone
actualizations are simply not fixed and unchangeable. Rather they can (re)connect with “new”
virtualities and become something else. What I try to emphasize here is that there is a relation
between the virtual past of educational organization and the actual present of educational orga-
nization as well as there is a relation between actual present of educational organization and the
virtual future of educational organization. And, just as I extract from the encounter between Amira
and the swimming instructor where Amira learns to float, organizational actualizations cannot be
determined in advance. This, in turn, challenges the linearity of today’s official educational or-
ganizations and require us to decenter our pre-defined goals. We simply need to slow down
(Stengers, 2018: 80), and figure out how our terms for the relation between the actual organization
and the virtual whole actually looks like. And, perhaps even more important what we want them to
look like, and what consequences this results in for the education, the students, the teachers, me and
perhaps you? Overall, it is about creating situations where nothing takes place, and leave room for
infinite waiting (cf. Deleuze and Guattari, 1994: 158), and thus emergence of alliances and domains
of symbioses that bring into play bodies from different scales and territories. What I suggest is a
heterogeneous evolution that Deleuze and Guattari (1987: 238) call “involution.” And, this should
not be confused with regression. However, regression is to move towards something less differ-
entiated, involution is the process of involving diverse bodies that run their “own” lines between the
terms in play and beneath assignable relations. As Gard (2014: 840) and Lupton (2015: 128) imply,
these processes will perhaps cut us out of the physical education loop. Regarding today’s official
educational organizations and processes of inclusion, this becomes important in at least two ways;
first, bodies cannot be defined by general characteristics like pre-determined roles, competences,
sexes or ages, but are defined by populations that varies from situation to situation. Second,
movement and change occur not primarily by pre-defined, well-planned, and linear activities, but
also by intersecting communication between heterogeneous bodies.

And, intersecting communication between heterogeneous bodies takes time. Time we rarely have
in today’s official educational organizations. Or, perhaps we just do not take us time to notice, digest
and understand each other’s matter of concern? Paradoxically speaking, my whole point here is to
relate the idea of slowing down official educational organizations to a more ambitious agenda than
reaching predefined goals. An agenda where we actively break with superior knowledge and hence
general, fast and, cumulative knowledge production by inviting divergent knowledges and
questions that interfere with these advancements. And, this is not a request for some holistic
approach to thinking, or active inclusion in ready-made educational processes. Rather, it is about
taking people’s concerns seriously and pay attention to what is emerging in the moment. And, what
feels important. However, slowing down education should not be equated with official educational
organizations taking account of all messy complications in their environment. It is more about
opening up the official organization for collective learning through encounters with dissenting
voices around issues of common concern. This entail dissolutions of previous structures and hi-
erarchies at the same time as we let novel uncertainties emerge. It is about trying to understand
things we still do not know anything about. Things that at the first glimpse may seem precarious and
do not make any sense, and from which it perhaps arises novel relations that brings us together in
unforeseen ways, and that extends in the future. Floating together shoulder to shoulder in un-
conscious processes of collective inclusion within nomadic official organizations of education, and
an ethics which takes into account the many divergent knowledges in the situation.
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Perspektiv och utvidgningar

Denna avhandling skrivs inom idrottsvetenskap pa en utbildningsvetenskaplig
fakultet och dr ett onto-epistemologiskt projekt med didaktiska implikationer. Med
onto-epistemologiskt projekt menar jag att mitt sitt att skapa kunskap inte ir en
isolerad foreteelse utan snarare ofrinkomligt sammanflitat med hur jag tinker att
virden dr beskaffad. Jag tinker om (och med) virlden i ett Deleuzianskt immanent
perspektiv. Det betyder att jag dr (i) virlden. Jag stir inte utanfér virlden och
betraktar den. Det ér for att jag dr (1) virlden som gor att jag kan lira om den (och
med den) pa det sitt som jag for stunden gor. Jag ser ocksd pa virlden bortom
traditionella  uppdelningar  som  subjekt/objekt,  sprik/materialiteter,
manniskor/icke-minniskor, natur/kultur osv. Virlden ir ingenting som bata ir
dir. Virlden finns f6rst nir vi skapar den. Tillsammans. Jag skulle sdga att den ér 1
stindigt gorande. P4 samma sitt 4r skolimnet idrott och hilsa, organiserad idrott
och forskning i stindigt gérande. Fér min del dr det ett lustfyllt perspektiv pi
virlden. Det skapar hopp om forindring. Det dr ocksa allvarsamt fOr jag férstar
att jag alltid 4r har ett ansvar som medskapare 1 olika processer. Ansvar som ldrare

och student, trinare och spelare, forskare och data.

Givetvis gir det att forstd virlden pa manga olika sitt. P4 lika ménga olika sitt kan
man ocksd skapa kunskap om virlden. Det dr for att vi forstar virlden pa ett visst
sitt som gor att vi kan lira om den och fa vissa kunskaper. Férindras vart sitt att
forstd virlden finns ocksa chansen att vi kan ldra annat och fa andra kunskaper.
Ibland uttrycks detta som en ontologisk forskjutning eller ontologisk vindning.
Det dr ocksd vad jag forsdker gora i den hir avhandlingen. Jag foérs6ker gora en
forflyttning frain den Cartesiska idén om det vetande subjektet och att vi kan ta
avstamp i vara etablerade praktiker (och dirmed det vi redan vet) nir vi formar
inkluderande processer inom skolimnet idrott och hilsa, organiserad idrott och
forskning, till en mer lyhérd approach dir vi inte paférhand har bestimt hur vira
inkluderande verksamheter ska se ut. Detta dr ocksd vad ordet "utan” i rubriken

“héllbar inkludering utan hallbarhet” innebdr. Vikten av att éppna upp vira
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verksamheter och aktiviteter f6r fler kunskaper 4n vara egna, mota
storningsmoment och avbrott samt arbeta pa grinsen av véira kunskaper i hallbart

inkluderande situationer.

Metodologiskt tinker jag med Deleuze immanenstfilosofi i relation till traditionella
fallstudier och utvecklar arbetssitt som jag kallar f6r case-assemblage, creative-
observations och auto ethnographic-like-design. Praktiken som underscks ir
simskoleverksamhet inom skolimnet idrott och hilsa. Projektet dr bestillarstyrt
och handlar om att utvirdera en verksamhet som heter Simlyftet. Simlyftet dr en
del i G6teborgs Stads satsning pa att skapa en mer inkluderande och jimlik stad
och handlar om att alla barn ska ldra sig simma innan de gér ut hégstadiet. For att
forsikra sig om att alla barn lir sig simma har man inom Simlyftet utvecklat en tio-
stegs-modell. 1 detta avhandlingsprojekt uppmuntrades jag till en borjan att
bekrifta tio-stegs-modellens palitlighet och pa si vis gbra det moijligt for
Goteborgs Stad att exportera denna modell till andra stider. Tio-stegs-modellen
férvintades helt enkelt sitta Goteborgs Stad pa kartan 1 simundervisnings-Sverige.
For mig som doktorand blev detta problematiskt. Jag undrade om tio-stegs-
modellen verkligen var den bista (och enda) undervisningsmetoden nir det giller
att lira barn och unga att simma? Min undran uppstod i relation till tidigare
erfarenheter som fritidsledare, utbildning 1 sociologi och tidigare forskning. Det dr
nimligen sd att tidigare forskning indikerar att generella utbildningsinsatser inte
bidrar till 6kad simkunnighet. Det dr ocksé sa att tidigare forskning foreslar att
16sningen for att utveckla barns simkunskaper ér att borja med generella insatser
nir barnen ar yngre. I samklang med andra studier undrade jag dven om problemet
med generella insatser och utvecklingen av barns simkunskaper (samt i
forlingningen inkludering och jimlikhet) har s mycket att géra med alder? Kanske
har det mycket mer att géra med hur vi designar dessa aktiviteter? Hur vi forlitar

oss pa etablerade kunskaper, och antagandet om att “one size fits all?

Genom avhandlingen tinker jag med tio-sekunders episod dir Amira lir sig flyta.
Denna episod utgér en onto-epistemologisk viv varigenom jag l6ser upp
sjalvklarheten och distinktiviteten i begrepp som inkludering, deltagande, fall-
studie, forskningsintresse, professionalism, etik, kvalité, utbildningsorganisation
och mycket mer. Ditigenom skapar jag bland annat en terrdng och ett sprik for
minor-case-studies, jag tdnker-om (re-think) skapande av forskningsintressen,
diskuterar vikten av aktiviteter med Oppna slut och reviderar tinkandet kring

moéten mellan olika kunskaper. P4 samma sitt erbjuder jag eventuella ldsare att
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overskrida etablerade normer och strukturer, och uppmirksamma nya fenomen i
motet med mig, Amira och andra materialiteter. Syftet med avhandlingen ir att

belysa andra sitt att fOrstd, relatera till och skapa inkluderande processer.

Avhandlingen innehdller 10 separata men relaterade avsnitt. Varje avsnitt
innehaller ett komplext omriade som jag tycker ér viktigt att lirare, trinare och
forskare som ir intresserade av inkluderande arbete funderar vidare kring.
Publicerade artiklar dr placerade hir och dir och varvas med mindre avsnitt. For
att underldtta deltagande limnar jag ocksa tomma utrymmen i texten. Hir och pa
andra stillen kan du skriva ner nya tankar, utvecklas med texten, utéka texten och
mycket mer. Jag limnar ocksa ett tomt utrymme pa framsidan dir du kan skriva
ditt och andras namn. For mig édr detta ett sitt att uppmuntra till rérelse, Sppningar
och produktion av det nya. Det édr ocksa ett sitt att forséka stanna i periferin.

Tillsammans med dig.

Jag bjuder helt enkelt in dig att arbeta pid grinsen av vira (dina och mina)
kunskaper. Det kanske inte dr det ldttaste sdttet att nirma sig
inkluderingsprocesser. Det kanske inte heller 4r en litt position att vara i eller att
uppritthalla. Men for mig ar det dndd viktigt. Det finns alltid en risk att denna
avhandling som handlar om hillbar inkludering ocksa fastslair begreppet
inkludering. Inte minst f6r att jag skriver ner det. Och utrycker det. Det som oroar
mig dr att andra kunskaper kan bli uteslutna. Jag oroar mig for att vi ska bli stiendes
med tankar om inkludering som vi redan har tinkt och att vi ska férlora
mojligheten att tinka nytt. Att bjuda in dig som medforfattare dr ett sitt att
motverka att kunskaper stabiliseras genom avhandlingen. Dirfor vill jag ocksé
betona att avsnitten 1 avhandlingen inte behéver lisas i nagon sirskild ordning.

Kanske 4r det ocksd bra att parallell-lisa olika avsnitt och/eller annat material.

Det forsta avsnittet (A Substitute for a Preface’) fungerar som en icke-
introduktion. Eftersom avhandlingen inte har nidgon tydlig bérjan och avsnitten
inte dr utformade for att réra sig mot en kulminationspunkt och ett bestimt slut,
ar det lite problematiskt att skriva ett konventionellt férord. Helt enkelt f6r att det
innebdr en specifik utgingspunkt. Det forsta avsnittet ger oss darfor ingen dversikt
av olika inkluderande processer. Det behandlar inte heller de utvidgningar jag
diskuterar senare. Jag anvinder utrymmet som traditionellt ges till ett férord for
att tillgdngligeora teoretiska spar och forslag pa inkluderande aktivitetsstilar, och

hur vi kan mota deltagare pa sitt som potentiellt Sppnar upp f6r nytt tinkande
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och hittills okdnda aktiviteter inom skoldmnet idrott och hilsa, organiserad idrott
och forskning.

I det andra avsnittet ("Participants matter and should not be taken for granted”) dr
avsikten att inspirera ldrare, trinare och forskare att ompréva hur vi definierar och
fordelar roller till deltagare i olika aktiviteter. Jag ligger fram en tanke om att vi
madste tinka-om (re-think) hur vi positionerar oss i férhallande till deltagare och
botja arbeta utanfor vir egen kunskap och 6vertygelse. Jag vill att vi ska slippa loss
deltagarnas kunskaper, och bjuda in dem att bli medlirare, medtrinare och
medforskare samtidigt som vi blir medstudenter, medidrottare och meddata.
Ibland undrar jag hur det kommer sig att vira utbildningar och verksamheter s
ofta tycks leda till enkelriktade och arroganta former av kommunikation? Hur
paverkar dessa relativt naiva informationsutbyten inkludering? Och hur begrinsar

de utbildning, idrott och forskning?

“Thinking with new materialism in qualitaitve case studies” dr titeln pd det tredje
avsnittet. Det  hidr  avsnittet fokuserar pa hur element 1 en
simundervisningssituation méts och producerar olika forskningsfall. Mer specifikt
uppmirksammar jag vad som hinder med en fallstudie nir vi tar ett ontologiskt
steg mot immanens och bjuder in varje enhet i studien att paverka skapandet av
forskningsfall. Jag féreslar att immanenta forskningsfall fungerar som livgivande
krafter och min avsikt dr att flytta vara tankar bort fran forskningsfall som
férdefinierade studieobjekt. Ett immanent foérhallningssatt till fallstudier erbjuder
nya méjligheter att uppticka och utforska forskningsfall sivil som de effekter som
skapar forskningslust och forskningsintressen. Samtidigt uppmuntrar detta avsnitt
oss att tinka med immanensfilosofi f6r att Sppna forskningsprocesser fér mer

kunskap, forskningsintressen och lust att utforska olika fall.

Det fjirde avsnittet, ‘Becoming interested — the evolvement of research interest in
case study research on sports” utmanar forskningspolitiska antaganden om
forskningsintressen som kontextspecifika fenomen definierade av forskare och
andra. Jag skriver in mig sjilv i en konversation om vikten av att tinka med teori i
kvalitativ ~ forskning, och jag omorienterar forskningsintressen  och
fallproduktioner bortom metoder och metodologier. Mer specifikt gor jag en
analys som visar att forskningsintressen ir omriden av materiella paverkanskrafter
som inte kan reduceras till enskilda forskates uttryck eller uttryck som uppstir i
samatbeten forskare och andra under planeringsfasen av en fallstudie. Snarare visar

mitt immanenta tillvigagangssitt att data och andra materiella element ofta gor
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ansprik pd att vara en del i produktionen av forskningsintressen. Om man f6ljer
denna tankeging utvecklas forskningsintressen i interaktioner mellan olika
kroppar, och processen dir forskare blir intresserade dr placerad mitt emellan dessa

kroppar.

Forutbestimda processer for deltagande garanterar inte inkludering. Snarare
kriver inkludering ansvarsfullt beslutsfattande i osikra situationer. I det femte
avsnittet, med titeln "Responsibilities beyond professional obligations and morals
in physical education, sport and research’, initierar jag etiska diskussioner for att
pdminna ldrare, trinare, utbildare, forskare, mig sjilv och kanske dig om wvirt
ansvar utanfér de professionella handlingar som vi dr moraliskt eller juridiskt
bundna till. Jag ifrdgasitter generella och littapplicerade arbetssitt inom alla dessa
miljéer och problematiserar ldrare, trinare och forskare som skapare och
anvindare av snabba och stabila arbetsmetoder. Avsikten ér att pavisa en annan
professionalism genom att rikta uppmirksamhet mot flera utsiktsplatser,
osikerheter, rorelser, kulturella virderingar, besvitliga situationer och otinkbara

utbildnings- och metodmiljSer.

Etiska férhallningssitt kan se olika ut oavsett om det handlar om skolimnet idrott
och hilsa, organiserad idrott eller forskning. Utover etiska handlingar som ir
politiskt péaverkade, relaterar méinga etiska handlingar till utbildningsmiljGer,
undervisning och lirande. Sjilv tycker jag att det dr bade svart och utmanande att
undervisa om etik. Sérskilt eftersom jag vill ta ett stérre ansvar 4n att bara f6lja
formella etiska riktlinjer. Som jag ser det krivs det nagot utéver det vanliga att
skapa etiska miljéer inom idrott och hilsa, organiserad idrott och forskning. Det
ar ocksa dirfor jag har dgnat det sjitte avsnittet i denna avhandling at etik i utékad
professionalism (extended professionalism), och dopt det till “Teaching the
unteachable and staying with the processes”. I detta avsnitt diskuterar jag etiska
aktiviteter som moten mellan olika kunskaper. Ur ett professionellt perspektiv
(oavsett om vi betraktar oss sjilva som ldrare, trinare eller forskare) dr detta att
Oppna upp for den lilla virldens politik och bjuda in varje deltagare 1 situationen
att bli kunnig. Jag foreslar att forckomsten av undervisning, lirande,
professionalism och kunskaper bildar komplexa och rériga relationer mellan
forvintningar 1 dagliga praktiker, moral, etik, undervisning, lirande och mycket
mer. Varje gang jag engagerar mig i pedagogisk verksamhet och méter studenter,

verkar dessa relationer utspelas pa olika sitt.
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Jag kan inte med sikerhet siga vad inkluderande idrott och hilsa, organiserad
idrott och forskning betyder och ir bra for. For jag vet inte dn. Min enda kunskap
ar att inkluderingsprocesser kriver 6dmjuka méten med andra. Och jag ir
medveten om att detta kan utsitta mig for ndgra hdnfulla skratt och bedémningar
inom akademin. I det hir avsnittet (som ocksa ér efterordet till denna avhandling
med namnet A stand-in for a conclusion: Perhaps we need failure to stay open
for the becoming of continously inclusive futures”) féreslar jag att jag inte r rustad
att formulera framtiden. Jag dr inte ens i nirheten av att f6rutse den. Och det beror
inte pa att jag saknar kompetens. Snarare verkar min kompetens vara under attack
av fortryckande krav pd linjiritet som anges i olika instruktioner, checklistor,
strategiska planer och utvirderingar. Samtidigt kdnner jag mig ofta tvungen att
specialisera mig inom redan erkdnda fragor. Fragor som dr publicerbara i hogt
rankade tidskrifter och som kanske sillan definieras som viktiga av nigon utanfor
det akademiska omrddet. Under min tid som doktorand skulle jag siga att jag har
jag blivit mer och mer separerad fran minniskor utanfér akademin och dirmed
fran férmagan att moéta andra. Och att min f6rmadga att kinna, tinka och fantisera
nu star pa spel. Det finns helt enkelt inte si mycket utrymme for kreativa
samarbeten, misslyckanden och nyheter. Jag refererar till kreativa samarbeten som
oupphorliga och oavslutade méten som skapar odndliga utmaningar fér vara
praktiker (oavsett om det dr idrott och hilsa, organiserad idrott eller forskning) pé
grund av deras utvecklande och ovintade karaktirer. Nidr vi ndrmar oss vara
praktiker utan firdiga idéer om vad som kommer att hinda, ur perspektivet av
kreativa samarbeten, engagerar vi oss i forindringar, omskapanden och
revideringar. Och vi férbinder oss att se och visualisera viara metoder pé olika sitt.
Detta innebir ocksa att vi sillan uppfyller férutbestimda maél. Jag framfdr att vi dr
mycket mer intresserade av ofullstindigheter. Och kanske ofullstindig-g6randen
eftersom inkluderande praktiker méste vara i rorelse, stindigt undersdkas och
ifragasittas. Som inkluderande ldrare, trinare, och forskare foreslar jag att vi inte
ska néja oss med dagens praxis. Det finns ingen anledning att vakta dem f6ér hart
eftersom dessa metoder ofta behéver vara 6ppna for férindringar i karaktir och
sammansittning for att passa nya studenter, idrottare och projekt. Det dr som
vilket bra hantverk som helst. Férutom att vi vet hur vi anvinder vara verktyg,
gors arbetet knappast genom att anpassa sammanhanget till verktygen. Ett bra
hantverk utférs snarare genom att beddma vilka verktyg som passar i
sammanhanget. Och vi tinker inte bara igenom det, vi tinker ocksd framdt. Och,
spekulerar. Vidare anvinder jag kreativa samarbeten och ofullstindigheter som

verktyg att tinka med nir jag stiller frigor om olika processer for inkludering i
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vira praktiker, stabiliseringar och destabiliseringar och i slutindan f6r att tinka pa
hallbar inkludering utan hallbarhet.

I det attonde avsnittet, "Is it possible to think physical education forward and
dismantle ourselves —in a quantum space?” utforskar jag hur Amira och simléraren
demonterar sig sjilva for att fa grepp om sig sjilva genom moétet med varandra och
dirmed blir kapabla att lira sig igen. Jag foreslir att vi behéver stddja och
uppritthalla  undervisningen som ett "Oppet system" och relatera
utbildningsaktiviteter till situationella omstindigheter snarare dn férutbestimda
resultat. I 6ppna undervisningssystem dyker inte utbildningsaktiviteter upp firdiga.
De finns inte 1 férvig, utan maste uppfinnas av de som deltar i undervisningen.
Undervisningens uppgift ir att bidra till produktionen av nya utbildningsaktiviteter
med egna nédvindighetet, krav och oumbitligheter av/i stunden. Och ditfor
borja lira igen. Att demontera oss sjilva handlar inte bara om att ta ett steg tillbaka,
ligga vara roller it sidan och 6ppna upp for andra att paverka lokala
utbildningsaktiviteter inom véra s ofta rigida fysiska utrymmen. Det handlar ocksi
om att tillita férindringar i etablerade liroplaner, och pa si sitt odndligt férnya

utrymmet de for stunden fastslar.

I det nionde avsnittet, som jag kallar “Substances are not permanent and qualities
are not consistent” bjuder jag in till ett samtal dér vi far chansen att tinka-om (re-
think) kvalitet inom idrott och hilsa, organiserad idrott och forskning. I det
6gonblick nir Amira lir sig att flyta fanns det inga forutbestimda subjekt och
objekt. Det skedde helt enkelt i en undervisning-lirande-kollektivitet som 4r nagot
annat 4n den linjara undervisning som féreslds av den tio-stegs-modell som tagits
fram (och anvinds) av Goteborgs Stad. 1 denna situation har kroppar inga
forutbestimda egenskaper, det finns inga specifika kategorier av minniskor som
larare, studenter, trinare, idrottare, forskare och data. Snarare 4r vi vad vi blir
medvetna om i ett thizomatiskt-méte. Genom att tinka med detta méte foreslar
jag att kvaliteter i vara verksamheter inte kan specificeras i férvig. De kan inte
faststillas pd férhand och kan inte kopplas till olika konceptualiseringar av god
praxis. Att tinka med rhizomatiskt-mote 4r att forflytta sig bort fran den binéra
relationen mellan bedémaren och den bedémda. Jag kan inte lata bli att undra
varfor vi sd sillan pratar om detta férhallande inom idrott och hilsa, organiserad
idrott och forskning? Jag undrar varfér vi inte pratar om detta férhallande som ett

antagande och inte en sanning? Kanske dr egenskaper inte ens specifika saker utan
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vad vi gbr ndr vi Sppnar upp vara aktiviteter f6r paverkan i méten med andra. Vi

kanske haller pa med kvalitets-gbrning?

Jag foresldr att vi mdste erkdnna att det finns fler kunskaper dn vira egna. I det
tionde avsnittet, med titeln "Re-thinking educational organization towards friction-
zones between divergent knowledges” ger jag ett alternativ till den linjdra och
hierarkiska logik som ofta foérknippas med dagens utbildningsorganisationer.
Inspirerad av métet med Amira och simliraren foreslar jag att det 4r mojligt att
forstd pedagogiska realiteter som nomadiska system bestdende av fléden mellan
stabila och ostabila férhéllanden. Mer specifikt  foreslir jag  att
utbildningsorganisationer (och andra organisationer) kan ha tva ytterligheter.
Intressant dr vad som hinder mellan dessa ytterligheter? Vilka interna
forutsittningar f6r kunskapsproduktion etableras mellan dessa ytterligheter? Vad
hinder 1 friktionszonen mellan stabila och ostabila kunskapsfléden? Vad hinder
med olika kunskaper, kroppar, definitioner och konceptualiseringar? I enlighet
med dessa tankegangar foreslar jag att forstielsen av stabila-ostabila fléden kan ha
mycket stérre betydelse for hallbar inkludering i utbildningsorganisationer dn de
modeller baserade pé av ritt och fel som relaterar till formella krav och etablerade

undervisningsmodeller relaterade till olika utbildningsmiljGer.
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191. PER-OLOF BENTLEY Mathematics Teachers and
Their Teaching. A Survey Study. Géteborg 2003

192. KERSTIN NILSSON MANDAT — MAKT —
MANAGEMENT. En studie av hur vérdenhetschefers
ledarskap konstrueras. Goteborg 2003

193. YANG YANG Measuring Socioeconomic Status and
its Effects at Individnal and Collective Levels: A Cross-
Country Comparison. Géteborg 2003

194. KNUT VOLDEN Mediekunnskap som
mediekritikk. Goteborg 2003.

195. LOTTA LAGER-NYQVIST _A# gira det man
kan — en longitudinell studie av hur sju lararstudenter
utvecklar sin undervisning och formar sin lararroll i
naturvetenskap. Goéteborg 2003

196. BRITT LINDAHL Lust att lira naturvetenskap och
teknik? En longitudinell studie om viigen till gymnasiet.
Goéteborg 2003

197. ANN ZETTERQVIST Amnesdidaktisk
kompetens i evolutionsbiologi. En interyjunndersokning med
no/ biologilirare. Géteborg 2003

198. ELSIE ANDERBERG  Sprakanvindningens
funktion vid utveckling av kunskap om objekt. Géteborg
2003.

199. JAN GUSTAFSSON Integration som text, diskursiv
och social praktik. En policyetnografisk fallstudie av motet
mellan skolan och forskoleklassen. Géteborg 2003.

200. EVELYN HERMANSSON _Akademisering och
professionalisering — barnmorskans utbildning i forindring.
Géteborg 2003

201. KERSTIN VON BROMSSEN  Tolkningar,
forbandlingar och tystnader. Elevers tal om religion i det
mangkulturella och postkoloniala rummet. Géteborg 2003

202. MARTANNE LINDBLAD FRIDH Fran
allmansjukskiterska till specialistsjukskiterska inom
intensivvard. En studie av erfarenbeter frin
specialistutbildningen och fran den forsta yrikesverksamma
tiden inom intensivvdrden. Géteborg 2003

203. BARBRO CARLI The Making and Breaking of a
Female Culture: The History of Swedish Physical Education
%n a Different 1oice’. Géteborg 2003

204. ELISABETH DAHLBORG-LYCKHAGE
“Systers” konstruktion och mumifiering— i TV ~serier och i
studenters forestallningar. Géteborg 2003

205. ULLA HELLSTROM MUHLI A% éverbrygga
perspektiv. En studie av behovsbedimningssamtal inom
dldreinriktat socialt arbete. G6teborg 2003

206. KRISTINA AHLBERG  Synvéndor.
Universitetsstudenters berittelser om kvalitativa forandringar
av sitt att erfara sitnationers mening under
uthildningspraktik. Goteborg 2004

207. JONAS IVARSSON ' Renderings & Reasoning:
Studying artifacts in human knowing. GSteborg 2004

208. MADELEINE LOWING
Matematiknndervisningens konkreta gestaltning. En studie av
kommunikationen lirare — elev och matematiklektionens
didaktiska ramar. Géteborg 2004

209. PIJA EKSTROM Makten att definiera. En studie
av hur beslutsfattare formulerar villkor for specialpedagogisk
verksambet. Goteborg 2004

210. CARIN ROOS  Skriftsprakande diva barn. En
studie om skriftsprakligt lirande i forskola och skola.
Goéteborg 2004

211. JONAS LINDEROTH Datorspelandets mening.
Bortom idén om den interaktiva illusionen. Géteborg 2004

212. ANITA WALLIN  Evolutionsteorin i klassrummet.
Pa véig mot en amnesdidaktisk teori for undervisning i
biologisk evolution. Goteborg 2004

213. EVA HJORNE Exdluding for inclusion? Negotiating
school careers and identities in pupil welfare settings in the
Swedish school. Géteborg 2004

214. MARIE BLIDING Innestutandets och uteslutandets
praktik. En studie av barns relationsarbete i skolan.
Goéteborg 2004

215. LARS-ERIK.JONSSON _4ppropriating
Technologies in Educational Practices. Studies in the Contexts
of Compulsory Education, Higher Education, and Fighter
Pilot Training. Géteborg 2004

216. MIA KARLSSON Az ITiS Teacher Team as a
Community of Practice. Géteborg 2004

217. SILWA CLAESSON  Larares levda kunskap.
Géteborg 2004

218. GUN-BRITT WARVIK _Ambitioner att forindra
och artefakters verkan. Grinsskapande och stabiliserande
praktiker pa produktionsgolvet. Goteborg 2004



219. KARIN LUMSDEN WASS  Vaxenutbildning i
omwandling. Kunskapslyftet som ett siit att organisera
Sfornyelse. Gteborg 2004

220. LENA DAHL _Amningspraktikens villkor. En
interyjustudie av en grupp kvinnors forestillningar pa och
erfarenbeter av amning. Géteborg 2004

221. ULRIC BJORCK Distributed Problem-Based
Learning. Studies of a Pedagogical Model in Practice.
Goteborg 2004

222. ANNEKA KNUTSSON  “T0 the best of your
Fknowledge and for the good of your neighbonr”. A study of
traditional birth attendants in Addis Ababa, Ethigpia.
Géteborg 2004

223. MARIANNE DOVEMARK. Awsvar — flexibilitet
— valfribet. En etnografisk studie om en skola i forindring.
Géteborg 2004

224. BJORN HAGLUND  Traditioner i mite. En
Fkvalitativ studie av fritidspedagogers arbete med samlingar i
skolan. Géteborg 2004

225. ANN-CHARLOTTE MARDSJO Larandets
skiftande inneborder — nttryckta av forskollarare i
vidarentbildning. Goteborg 2005

226. INGRID GRUNDEN _A# dtererivra kroppen. En
studie av livet efter en ryggmargsskada. Géteborg 2005

227. KARIN GUSTAFSSON & ELISABETH
MELLGREN Barus skrifisprikande — att bli en
skrivande och lisande person. Géteborg 2005

228. GUNNAR NILSSON At dga 7. Praxisnira
studier a lararstudenters arbete med geometrilaborationer.
Goteborg 2005.

229. BENGT LINDGREN Bi/d, visualitet och vetande.
Diskussion om bild som ett kunskapsfalt inom utbildning.
Goteborg 2005

230. PETRA ANGERVALL Jéamstilldbetsarbetets
pedagogik. Dilemman och paradoxer i arbetet med
Jamstalldbet pa ett foretag och ett nniversitet. Géteborg 2005

231. LENNART MAGNUSSON ' Designing a
responsive support service for family carers of frail older people
using ICT. Géteborg 2005

232. MONICA REICHENBERG Gymnasieelever
samtalar kring facktecter. En studie av textsamtal med goda
och svaga lisare. G6teborg 2005

233. ULRIKA WOLFF  Characteristics and varieties of
poor readers. GSteborg 2005

234. CECILIA NIELSEN  Mellan fakticitet och projekt.
Lds- och skrivsvarigheter och stravan att dvervinna dem.
Goéteborg 2005.

235. BERITH HEDBERG  Dezision Making and
Communication in Nursing Practice. Aspects of Nursing
Competence. Géteborg 2005

236. MONICA ROSEN, EVA MYRBERG & JAN-
ERIC GUSTAFSSON  Ldskompetens i skolar 3 och 4.
Nationell rapport fran PIRLS 2001 i Sverige. The IE.A
Progress in International Reading Literacy Study. Géteborg
2005

237. INGRID HENNING LOEB  Umeckling och
Jorindring i vuxcenutbildning. En yrieshistorisk
ingang med berdttelser om lirarbanor. Géteborg 2006.

238. NIKLAS PRAMLING Minding metaphors: Using
Sfigurative language in learning to represent. Géteborg 2006

239. KONSTANTIN KOUGIOUMTZIS
Lararkulturer och professionskoder. En komparativ studie av
idrottslarare i Sverige och Grekland. Goteborg 2006

240. STEN BATH Kualjfikation och medborgarfostran.
En analys av reformtexter avseende gymnasieskolans
samhallsuppdrag. Géteborg 2006.

241. EVA MYRBERG Fristiende skolor i Sverige —
Effekter pa 9-10-driga elevers lisformaga. Géteborg 2006

242. MARY-ANNE HOLFVE-SABEL _A#titudes
towards Swedish comprehensive school. Comparisons over time
and between classrooms in grade 6. Goteborg 2006

243. CAROLINE BERGGREN  Entering Higher
Education — Gender and Class Perspectives. G6teborg 2006

244. CRISTINA THORNELL & CARL
OLIVESTAM  Kulturmite i centralafrikansk kontext med
kyrkan som arena. Géteborg 2006

245. ARVID TREEKREM _A# leda som man lir. En
arbetsmiljipedagogisk studie av toppledares ideologier om
ledarskapets taktiska potentialer. Géteborg 2006

246. EVA GANNERUD & KARIN
RONNERMAN  Innehill och innebird i lirares arbete i
Jorskola och skola — en fallstudie ur ett genusperspekti.
Goéteborg 2006

247. JOHANNES LUNNEBLAD  Firskolan och
mdngfalden — en etnografisk studie pa en forskola i ett
multietniskt omrade. Goteborg 2006

248. LISA ASP-ONSJO _Argirdsprogram — dokument
eller verktyg? En fallstudie i en kommun. Géteborg 2006

249. EVA JOHANSSON & INGRID PRAMLING
SAMUELSSON  Lek och liroplan. Mdten mellan barn och
lirare i forskola och skola. Goteborg 2006

250. INGER BJORNELOO  Innebirder av hillbar
utveckling. En studie av lirares ntsagor om undervisning.
Géteborg 2006

251. EVA JOHANSSON Etiska dverenskommelser i
Jorskolebarns virldar. Goteborg 2006

252. MONICA PETERSSON Az genuszappa pa siker
eller osaker mark. Hem- och konsumentkunskap ur ett
kinsperspektiv. Géteborg 2007

253. INGELA OLSSON  Handlingskompetens eller
inlard bjalploshet? Lirandeprocesser hos
verkstadsindustriarbetare. Gteborg 2007



254. HELENA PEDERSEN  The School and the
Animal Other. An Ethnography of human-animal relations
in education. Géteborg 2007

255. ELIN ERIKSEN ODEGAARD  Meningsskaping
7 barnehagen. Innhold og bruk av barns og voksnes
samtalefortellinger. Goteborg 2007

256. ANNA KLERFELT Barns multimediala
berdittande. En link mellan mediakultnr och pedagogisk
praktik. Goéteborg 2007

257. PETER ERLANDSON  Dovcile bodies and
imaginary minds: on Schon's reflection-in-action. Géteborg
2007

258. SONJA SHERIDAN OCH PIA WILLIAMS
Dimensioner av konstruktiv konkurrens. Konstruktiva
konkurrensformer i forskola, skola och gymnasinm.
Géteborg 2007

259. INGELA ANDREASSON  Elevplanen som text -
om identitet, genus, makt och styrming i skolans
elevdokumentation. Géteborg 2007
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260. ANN-SOFIE HOLM Relationer i skolan. En
studie av femininiteter och maskuliniteter i dr 9. Géteborg
2008

261. LARS-ERIK NILSSON  But can't you see they are
lying: Student moral positions and ethical practices in the wake
of technological change. Géteborg 2008

262. JOHAN HAGGSTROM  Teaching systems of linear
equations in Sweden and China: What is made possible to
learn? G6teborg 2008

263. GUNILLA GRANATH Miida makter!
Utvecklingssamtal och loggbicker som disciplineringstekniker.
Goteborg 2008

264. KARIN GRAHN ' Flickor och pojkar i idrottens
liromedel. Konstruktioner av genus i
ungdomstrinarutbildningen. Géteborg 2008.

265. PER-OLOF BENTLEY Mathematics Teachers and
Their Conceptual Models. A New Field of Research.
Goteborg 2008

266. SUSANNE GUSTAVSSON  Motstind och mening.
Innebird i blivande lirares seminariesamtal. Goteborg 2008

267. ANITA MATTSSON  Flexibel utbildning i
praktiken. En fallstudie av pedagogiska processer i en
distansutbildning med en dppen design for samarbetslirande.
Goéteborg 2008

268. ANETTE EMILSON Det inskvdrda barnet.
Fostran uttryckt i vardagliga * jkationshandli
mellan lirare och barn i forskolan. Goteborg 2008

269. ALLI KLAPP LEKHOLM Grades and grade
assignment: effects of student and school charachterisites.
Goteborg 2008

270. ELISABETH BJORKLUND A eriivra
litteracitet. Sma barns kommunikativa miten med berdttande,
bilder, text och tecken i forskolan. Géteborg 2008

271. EVANYBERG O livets kontinnitet. Undervisning
och lirande om véxters och djurs livscykler - en fallstudie i
arskurs 5. Goteborg 2008

272. CANCELLED

273. ANITA NORLUND Kritisk sakprosaldsning i
gymnasieskolan. Didaktiska perspektiv pa lirobicker, lirare
och nationella prov. Géteborg 2009

274. AGNETA SIMEONSDOTTER SVENSSON
Den pedagogiska samlingen i forskoleklasen. Barns olika sdtt
att erfara och hantera svarigheter. Goteborg 2009

275. ANITA ERIKSSON O teori och praktik i

lararutbildningen. En etnografisk och diskursanalytisk studie.
Goteborg 2009

276. MARIA HJALMARSSON  Lararprofessionens
genusordning. En studie av larares uppfattningar om
arbetsuppgifler, kompetens och forvantningar. Géteborg

277. ANNE DRAGEMARK OSCARSON ' Se/f
Assessement of Writing in Learning English as a Foreign
Langnage. A Study at the Upper Secondary School Level.
Goteborg 2009

278. ANNIKA LANTZ-ANDERSSON  Framing in
Educational Practices. 1earning Activity, Digital Technology
and the Logic of Sitnated Action. Géteborg 2009

279. RAUNI KARLSSON  Demokratiska virden i
forskolebarns vardag. Goteborg 2009

280. ELISABETH FRANK  Ldsformdgan bland 9-10-
aringar. Betydelsen av skolklimat, hem- och skolsamverkan,
lararkompetens och elevers hembakgrund. Géteborg 2009

281. MONICA JOHANSSON _Anpassning och
motstand. En etnografisk studie av gymnasieelevers
institutionella ide sskapande. Gteborg 2009

282. MONA NILSEN  Food for Thought. Communication
and the transformation of work experience in web-based in-
service training. Géteborg 2009

283. INGA WERNERSSON (RED) Genus i forskola
och skola. Forindringar i policy, perspektiv och praktik.
Géteborg 2009

284. SONJA SHERIDAN, INGRID PRAMLING
SAMUELSSON & EVA JOHANSSON (RED) Barus
tidiga lirande. En tvdrsnittsstudie om forskolan som miljo for
barns larande. Géteborg 2009

285. MARIE HJALMARSSON  Lgjalitet och motstind -
anstilldas agerande i ett foranderligt hemtjianstarbete.
Goéteborg 2009.




286. ANETTE OLIN Skolans motespraktik - en studie
om skolutveckling genom yrkesverksammas forstielse.
Géteborg 2009

287. MIRELLA FORSBERG AHLCRONA
Handdockans kommunikativa potential som medierande
redskap i forskolan. Géteborg 2009

288. CLAS OLANDER  Towards an interlanguage of
biological evolution: Exploring students” talk and writing as
an arena for sense-making. Géteborg 2010
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289. PETER HASSELSKOG S/jdlirares
Jorballningssdtt i undervisningen. Géteborg 2010

S

290. HILLEVI PRELL Promoting dietary change.
Intervening in school and recognizing health messages in
commercials. Goteborg 2010

291. DAVOUD MASOUMI Quality Within E-learning
in a Cultural Context. The case of Iran. G6teborg 2010

292. YLVA ODENBRING Kramar, kategoriseringar och
bjdlpfroknar. Konskonstruktioner i interaktion i forskola,
Jorskoleklass och skolir ett. Goteborg 2010

293. ANGELIKA KULLBERG What is taught and
what is learned. Professional insights gained and shared by
teachers of mathematics. Géteborg 2010

294. TORGEIR ALVESTAD Barnehagens relasjonelle
verden - sma barn som kompetente aktorer i produfktive
Sforhandlinger. Géteborg 2010

295. SYLVI VIGMO New spaces for Langnage 1 earning.
A study of student interaction in media production in English.
Géteborg 2010

296. CAROLINE RUNESDOTTER [ otakt med tiden?
Folkhigskolorna i ett forinderligt falt. Géteborg 2010

297. BIRGITTA KULLBERG E etnografisk studie i en
thailandsk grundskola pa en 6 i sodra Thailand. 1 sokandet
efter en framtid da nuet har nog av sitt. Géteborg 2010

298. GUSTAV LYMER The work of critique in
architectural education. Géteborg 2010

299. ANETTE HELLMAN Kan Batman vara rosa?
Farbandlingar om pojkighet och normalitet pa en forskola.
Géteborg 2010

300. ANNIKA BERGVIKEN-RENSFELDT
Opening higher education. Discursive transformations of
distance and bigher education government. Goteborg 2010

301. GETAHUN YACOB ABRAHAM  Education for
Democracy? Life Orientation: Lessons on Leadership
Qualities and V' oting in South African Comprehensive
Schools. Géteborg 2010

302. LENA SJOBERG Bist i klassen? Lirare och elever i
svenska och enropeiska poligytexter. Géteborg 2011

303. ANNA POST Nordic stakeholders and sustainable
catering. G6teborg 2011

304. CECILIA KILHAMN Making Sense of Negative
Numbers. Géteborg 2011

305. ALLAN SVENSSON (RED) Utvdrdering Genom
Uppfoljning. Longitudinell individforskning under ett
halvsekel. Géteborg 2011

306. NADJA CARLSSON [ kamp med skriftsprifket.
Vnxcenstuderande med lis- och skrivsvirigheter i ett
livsvirldsperspektiv. G6teborg 2011

307. AUD TORILL MELAND _Ansvar for egen leering.
Intensjoner og realiteter ved en norsk videregiende skole.
Goteborg 2011

308. EVA NYBERG Folkbildning for demokrati.
Colombianska kvinnors perspektiv pa kunskap som
forindringskraft. Goteborg 2011

309. SUSANNE THULIN Ladrares tal och barns
myfikenhet. Kommunikation om naturvetenskapliga inneball i
forskolan. Goteborg 2011

310. LENA FRIDLUND Interkulturell undervisning —
ett pedagogiskt dilemma. Talet om undervisning i svenska som
andrasprifk och i forberedelseklass. Géteborg 2011

311. TARJA ALATALO Skicklig lis- och
skrivindervisning i ak 1-3. Om lirares mdjligheter och hinder.
Goteborg 2011

312. LISE-LOTTE BJERVAS Samtal om barn och
pedagogisk dok tation som bedimningspraktik i
Jorskolan. En diskursanalys. Géteborg 2011

313. ASE HANSSON _Ausvar fir matematiklirande.
Effekter av undervisningsansvar i det flersprikiga
klassrummet. Goteborg 2011

314. MARIA REIS At ordna, frin ordning till ordning.
Yngre forskolebarns matematiserande. Goteborg 2011

315. BENIAMIN KNUTSSON  Curriculum in the Era
of Global Development — Historical 1egacies and
Contemporary Approaches. Goteborg 2011

316. EVA WEST Undervisning och lirande i
naturvetenskap. Elevers lirande i relation till en
Jorskningsbaserad nndervisning om ljud, hirsel och halsa.
Goteborg 2011

317. SIGNILD RISENFORS  Gymnasienngdomars
livstolkande. Goteborg 2011

318. EVA JOHANSSON & DONNA
BERTHELSEN (Ed.) Spaces for Solidarity and
Individnalism in Educational Contexts. Géteborg 2012

319. ALASTAIR HENRY L3 Motivation. Géteborg
2012

320. ANN PARINDER  Ungdomars matval —
erfarenbeter, visioner och miljoargument i eget hushall.
Goéteborg 2012

321. ANNE KULTTI Flersprikiga barn i forskolan:
Villkor for deltagande och lirande. Géteborg 2012




322. BO-LENNART EKSTROM Kontroversen om
DAMP. En kontroversstudie av vetenskapligt griinsarbete och
dversattning mellan olika kunskapsparadigm. Goteborg
2012

323. MUN LING LO Variation Theory and the
Improvement of Teaching and Learning. Géteborg 2012

324. ULLA ANDREN  Selfawareness and self-knowledge
in professions. Something we are or a skill we learn.
Goteborg 2012

325. KERSTIN SIGNERT Variation och invarians i
Maria Montessoris sinnestranande materiel. Goteborg 2012

326. INGEMAR GERRBO 1dén om en skola for alla
och specialpedagogisk organisering i praktiken. Géteborg
2012

327. PATRIK LILJA Contextualizing inquiry.
Negotiations of tasks, tools and actions in an upper secondary
classroom. Goteborg 2012

328. STEFAN JOHANSSON  On the 1V alidity of
Reading Assessments: Relationships Between Teacher
Judgements, External Tests and Pupil Self-assessments.
Géteborg 2013

329. STEFAN PETTERSSON Nusrition in Olympic
Combat Sports. Elite athletes’ dietary intake, hydration status
and excperiences of weight regulation. Géteborg 2013

330. LINDA BRADLEY  Language learning and
technology — student activities in web-based environments.
Géteborg 2013

331. KALLE JONASSON  Sport Has Never Been
Modern. Goteborg 2013

332. MONICA HARALDSSON STRANG Yngre
elevers lirande om natur. En studie av kommmunikation om
modeller i institutionella kontexter. Géteborg 2013

333. ANN VALENTIN KVIST Immigrant Groups and
Cognitive Tests — 1V alidity Issues in Relation to 1 ocational
Training. Géteborg 2013

334. ULRIKA BENNERSTEDT Knowledge at play.
Studies of games as members’ matters. Géteborg 2013

335. EVA ARLEMALM-HAGSER  Engagerade i
vérldens bésta? Larande for hallbarbet i forskolan.
Géteborg 2013

336. ANNA-KARIN WYNDHAMN  Tiinka fritt,
tanka ritt. En studie om virdeoverforing och kritiskt
tankande i gymnasieskolans undervisning. Géteborg 2013

337. LENA TYREN "7 fir ju inte riktigt
forutséttningarna for att genomfora det som vi vill.” En studie
om lirares mgjligheter och hinder till forandring och forbattring
i praktiken. Goteborg 2013
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338. ANNIKA LILJA Fortroendefulla relationer mellan
lirare och elev. Goteborg 2013

339. MAGNUS LEVINSSON  Evidens och existens.
Evidensbaserad undervisning i [juset av lirares erfarenbeter.
Géteborg 2013

340. ANNELI SCHWARTZ Pedagogik, plats och
prestationer. En etnografisk studie om en skola i fororten.
Géteborg 2013

341. ELISABET OHRN och LISBETH LUNDAHL
(red) Kon och karridr i akademin. En studie inom det
utbildningsvetenskapliga falter. Géteborg 2013

342. RICHARD BALDWIN  Changing practice by
reform. The recontextualisation of the Bologna process in
teacher edncation. Géteborg 2013

343. AGNETA JONSSON At skapa laroplan for de
_yngsta barnen i forskolan. Barns perspektiv och nuets
didaktik. G6teborg 2013

344. MARIA MAGNUSSON ' Skylta med kunskap. En
studie av hur barn urskiljer grafiska symboler i hem och
Jorskola. Géteborg 2013

345. ANNA-LENA LILLIESTAM _Aktir och struktur
7 historieundervisning. Om utveckling av elevers historiska
resonerande. Géteborg 2013

346. KRISTOFFER LARSSON  Kritiskt tinkande i
grundskolans samhallskunskap. En fenomenografisk studie
om manifesterat kritiskt tankande i sambillskunskap hos

elever i drskurs 9. Géteborg 2013

347. INGA WERNERSSON och INGEMAR
GERRBO (red) Differentieringens janunsansikte. En

tologi fran Institutionen for pedagogik och specialpedagogik
vid Gateborgs universitet. Géteborg 2013
348. LILL LANGELOTZ Vad gir en skicklig lirare?
En studie om kollegial handledning som utvecklingspraktik.
Géteborg 2014

349. STEINGERDUR OLAFSDOTTIR  Television
and food in the lives of young children. Géteborg 2014

350. ANNA-CARIN RAMSTEN  Kunskaper som
bygade folkhemmet. En fallstudie av forntsitiningar for lirande
vid teknikskiften inom processindustrin. Géteborg 2014

351. ANNA-CARIN BREDMAR  Ladrares arbetsglidje.
Betydelsen av emotionell nirvaro i det pedagogiska arbetet.
Géteborg 2014

352. ZAHRA BAYATI "den Andre” i lirarntbildningen.
En studie om den rasifierade svenska studentens villkor i
globaliseringens tid. Goteborg 2014

353 ANDERS EKLOF Project work, independence and
critical thinking. Géteborg 2014

354 EVA WENNAS BRANTE Mite med multimodalt
material. Vilken roll spelar dyslexi for uppfattandet av text
och bild? Goteborg 2014

355 MAGNUS FERRY Idrottsprofilerad ntbildning — i
spdren av en avreglerad skola. Gteborg 2014




356 CECILIA THORSEN  Dimensionality and Predictive
validity of school grades: The relative influence of cognitive and
socialbehavioral aspects. Goteborg 2014

357 ANN-MARIE ERIKSSON  Formulating
kenowledge. Engaging with issues of sustainable development
through academic writing in engineering education.
Goteborg 2014

358 PAR RYLANDER  Trinares makt iver spelare i
lagidrotter: Sett ur French och Ravens maktbasteor:.
Goéteborg 2014

359 PERNILLA ANDERSSON VARGA
Skrivundervisning i gymnasieskolan. Svenskdnmets roll i den
sociala reproduktionen. Goteborg 2014

360 GUNNAR HYLTEGREN Vagbhet och vanmakt
- 20 dr med kunskapskrav i den svenska skolan.
Géteborg 2014

361 MARIE HEDBERG Idrotten satter agendan.
En studie av Riksidrottsgymnasietranares handlande utifrin
sitt dubbla uppdrag. Géteborg 2014

362 KARI-ANNE JORGENSEN What is going on out
there? - What does it mean for children's experiences when the
Fkindergarten is moving their everyday activities into the nature -
landscapes and its places? Goteborg 2014

363 ELISABET OHRN och ANN-SOFIE HOLM
(red) At hckas i skolan. Om skolprestationer och kin i
olika undervisningspraktiker. Goteborg 2014

364 ILONA RINNE Pedagogisk takt i betygssamtal.
En Jogisk her sk studie av gymmnasielarares och
elevers forstaelse av betyg. Goteborg 2014

365 MIRANDA ROCKSEN Reasoning in a Science
Classroom. G6teborg 2015

366 ANN-CHARLOTTE BIVALL Helpdesking:
Knowing and learning in IT support practices.
Goteborg 2015

367 BIRGITTA BERNE Naturvetenskap miter etik. En
FKlassrumsstudie av elevers diskussioner om samhallsfragor
relaterade 1ill bioteknik. Géteborg 2015

368 AIRI BIGSTEN Fostran i forskolan.
Goteborg 2015

369 MARITA CRONQVIST Yrkesetik i lirarutbildning
- en balanskonst. Géteborg 2015

370 MARITA LUNDSTROM Firskolebarns strivanden
att kommunicera matematik. Goteborg 2015

371 KRISTINA LANA Makt, kin och diskurser.
En etnografisk studie om elevers aktirsskap och
positioneringar i undervisningen. Goteborg 2015

372 MONICA NYVALLER Pedagogisk utveckling
genom kollegial granskning: Fallet I drande Besik ntifran
aktir-natverksteori. Goteborg 2015

373 GLENN OVREVIK KJERLAND

A lare & undervise i kroppsoving. Design for utvikling
av teoribasert undervisning og Rritisk refleksjon i
Fkroppsovingslarerntdanningen. Géteborg 2015

374 CATARINA ECONOMOU [ svenska tvi vigar
jag prata mer och si”. En didaktisk studie om sk
svenska som andrasprak. Goteborg 2015

375 ANDREAS OTTEMO  Kin, kropp, begir och
teknik: Passion och instrumentalitet pa tvi tekniska
hagskoleprogram. Géteborg 2015

376 SHRUTI TANEJA JOHANSSON  _Autism-in-
context. An investigation of schooling of children with a
diagnosis of antism in urban India. Géteborg 2015

377 JAANA NEHEZ Rektorers praktiker i mote med
utvecklingsarbete. Mdjligheter och binder for planerad
forindring. Géteborg 2015

378 OSA LUNDBERG Mind the Gap — Ethnography
about cultural reproduction of difference and disadvantage in
urban education. Géteborg 2015

379 KARIN LAGER I spanningsfiltet mellan kontroll
och utveckling. En policystudie av systematiskt kvalitetsarbete i
kommunen, forskolan och fritidshemmet. Géteborg 2015

380 MIKAELA ABERG  Doing Project Work.
The Interactional Organization of Tasks, Resonrces, and
Instructions. Goteborg 2015

381 ANN-LOUISE LJUNGBLAD  Takt och hallning
- en relationell studie om det oberikneliga i matematik-
undervisningen. Géteborg 2016

382 LINN HAMAN  Extrem jakt pa hilsa. En
explorativ studie om ortorexia nervosa. Géteborg 2016

383 EVA OLSSON O the impact of extramural English
and CLIL on productive vocabulary.
Goteborg 2016

384 JENNIE SIVENBRING [ den betraktades igon.
Ungdomar om bedomning i skolan. G6teborg 2016

385 PERNILLA LAGERLOF Musical play. Children
interacting with and around music technology.
Goéteborg 2016

386 SUSANNE MECKBACH Mestarcoacherna. Att
bli, vara och utvecklas som tranare inom svensk elitfotboll.
Goéteborg 2016

387 LISBETH GYLLANDER TORKILDSEN
Bedimning som gemensam angeliigenbet — enfelt i retoriken,
svdrare i praktifen. Elevers och larares forstielse och
erfarenheter. Goteborg 2016

388 cancelled

389 PERNILLA HEDSTROM Healsocoach i skolan.
En utvirderande fallstudie av en halsofriamjande intervention.
Géteborg 2016
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390 JONNA LARSSON  Nar fysik blir liromride
i forskolan. Géteborg 2016

391 EVA M JOHANSSON  Det motsiigelsefulla
bedomningsuppdraget. En etnografisk studie om bedomning i
Jorskolekontext. Goteborg 2016

392 MADELEINE LOWING  Diamant — diagnoser i
tik. Ett kartliggningsmaterial baserat pa didaktisk
dmmesanalys. Géteborg 2016

393 JAN BLOMGREN Der svarfingade motivationen:
elever i en digitaliserad larmiljo. Géteborg 2016

394 DAVID CARLSSON Vad dr religionslirar-
kunskap? En diskursanalys av trepartssamtal i
lararutbildningen. Géteborg 2017

395 EMMA EDSTRAND  Learning to reason in
environmental education: Digital tools, access points to
kenowledge and science literacy. Géteborg 2017

396 KATHARINA DAHLBACK Svenskdnmets
estetiska dimensioner - - i klassrum, kursplaner och lirares
uppfatningar. Géteborg 2017

397 K GABRIELLA THORELL Franit marsch! —
Ridlirarrollen frin ditid till samtid med perspektiv pi
Sframtid. Goteborg 2017

398 RIMMA NYMAN  Interest and Engagement:
Perspectives on Mathematics in the Classroom.
Géteborg 2017

399 ANNIKA HELLMAN  Visuella nidjlighetsrum.
Gymmnasieelevers subjektsskapande i bild och
medienndervisning. Géteborg 2017

400 OLA STRANDLER  Performativa lirarpraktiker.
Géteborg 2017

401 AIMEE HALEY  Geographical Mobility of the
Tertiary Educated — Perspectives from Education and Social
Space. Goteborg 2017

402 MALIN SVENSSON  Hoppet om en framtidsplats.
Asylsokande barn i den svenska skolan. Géteborg 2017

403 CATARINA ANDISHMAND  Fritidshem eller
servicehem? En etnografisk studie av fritidshem i tre
socioekonomiskt skilda omraden. G6teborg 2017

404 MONICA VIKNER STAFBERG O
lararblivande. En livsvirldsfenomenologisk studie av
bildningsgangar in i liraryrket. Goteborg 2017

405 ANGELICA SIMONSSON' Sexualitet i
Fklassr Sprikundervisning, elevsubjektivitet och
heteronormativitet. Goteborg 2017

406 ELIAS JOHANNESSON  The Dynamic
Development of Cognitive and Soci jonal Traits and
Their Effects on School Grades and Risk of Unemployment.
Goéteborg 2017

407 EVA BORGFELDT "Det kan vara svirt att
Jorklara pa rader”. Perspektiv pi analys och bedommning av
multimodal textproduktion i arskurs 3. Goteborg 2017

408 GERALDINE FAUVILLE Digital technologies as
support for learning about the marine environment. Steps
toward ocean literacy. Géteborg 2018

409 CHARLOTT SELLBERG Training to become a
master mariner in a siy ~based envir :

The instructors’ contributions to professional learning.
Goéteborg 2018

410 TUULA MAUNULA  Students’ and Teachers’ Jointly
Constituted Learning Opportunities. The Case of Linear
Equations. Géteborg 2018

411 EMMALEE GISSLEVIK' Education for
Sustainable Food Consumption in Home and Consumer
Studies. Géteborg 2018

412 FREDRIK ZIMMERMAN  Det tillitande och det
begriinsande. En studie om pojkars syn pa studier och
ungdomars normer kring maskuliniter. Géteborg 2018

413 CHRISTER MATTSSON  Exctremisten i
klassrummet. Perspektiv pa skolans forvintade ansvar att
Jorbindra framtida terrorism. G6teborg 2018

414 HELENA WALLSTROM  Gymnasielirares
mentorshandlingar. En verksambetsteoretisk studie om
larararbete i forindring. Géteborg 2018

415 LENA ECKERHOLM Ldrarperspektiv pi
lasforstaelse. En intervjustudie om undervisning i arskurs 4-6.
Goéteborg 2018

416 CHRISTOPHER HOLMBERG Food, body
weight, and health among adolescents in the digital age:
Abn excplorative study from a health promotion perspective.
Géteborg 2018

417 MAGNUS KARLSSON  Moraliskt arbete i
Jorskolan. Regler och moralisk ordning i barn-barn och vuxen-
barn interaktion. Géteborg 2018

418 ANDREAS FROBERG  Physical Activity among
Adolescents in a Swedish Multicultural Area. An
Empowerment-Based Health Promotion School Intervention.
Goéteborg 2018

419 EWA SKANTZ ABERG  Children’s collaborative
technology-mediated story making. Instructional ch s in
early childhood education. Géteborg 2018

420 PER NORDEN  Regnbigsungar: Famil), ntbildning,
Jfritid. Goéteborg 2018

421 JENNY RENDAHL Vews och vad kan man lita
pa? Ungdomars forhallningssatt till budskap onr mat och
atande utifran ett forskarinitierat rollspel. Goteborg 2018

422 MARTINA WYSZYNSKA JOHANSSON
Student experience of vocational becoming in upper secondary
vocational education and training. Navigating by feedback.
Goteborg 2018

423 MALIN NILSEN  Barns och lirares aktiviteter med
datorplattor och appar i forskolan. Goteborg 2018




424 LINDA BORGER Investigating and V alidating
Spoken Interactional Competence — Rater Perspectives on a
Swedish National Test of English. G6teborg 2018

425 ANNA-MARIA FJELLMAN  School choice, space
and the geography of marketization — Analyses of educational
restructuring in upper secondary edncation in Sweden.
Géteborg 2019

426 ANNELI BERGNELL Med kroppen som
illustration: Hur forskolebarn prat-skapar naturvetenskap
med bjalp av multimodala och kroppsforankrade forklaringar.
Géteborg 2019

427 ANNE SOLLI Handling socio-scientific controversy:
Students’ reasoning throngh digital inquiry. Géteborg 2019

428 MARTIN GOTHBERG Interacting - coordinating
text understanding in a student theatre production.
Géteborg 2019

429 SUSANNE STROMBERG JAMSVI Unpacking
dominant disconrses in higher education langnage policy.
Géteborg 2019

430 KURT WICKE Ldrobicker, demokrati och
medborgaskap. Konstruktioner i larobicker i
sambillskunskap for gymnasiet. Géteborg 2019

431 KATARINA SAMUELSSON  Teachers’ Work. in
Times of Restructuring. On Contextual Influences for
Collegiality and Professionality. Goteborg 2019

432 HELENE BERGENTOFT Lirande av
rorelseformaga i idrott och hilsa ur ett praktikuntvecklande
perspektiv. Géteborg 2019

433 JANNA MEYER-BEINING _Assessing writers,
assessing writing: a dialogical study of grade delivery in Swedish
bigher edncation. Géteborg 2019

434 DAN FRANSSON ' Game demands and fatigne
profiles in elite football — an individnal approach -Implications
of training and recovery strategies. Géteborg 2019

435 ELIN ARVIDSON  Physiological responses to acute
physical and psychosocial stress — relation to aerobic capacity
and exercise training. Géteborg 2019

436 SUSANNE STAF Skriva historia —
literacyforvintningar och elevtexter i historieqmnet pa mellan-
och hogstadiet. Géteborg 2019

437 VERONICA SULAU Vad hinder i lirares
kollegiala samtalspraktik? En studie av mitet mellan en
nationell kompetensutvecklingsinsats och en lokal
Sortbildningspraktik. Goéteborg 2019

438 MARIA OHLIN How to Matke Bicycling Safer —
Identification and Pr
Bicyclists. Goteborg 2019

of Serious Injuries among

439 LINUS JONSSON _A#n empowerment-based school
physical activity intervention with adolescents in a
disadvantaged community: A transformative mixed methods
investigation. G6teborg 2019

440 ELIN NORDENSTROM Feedback and
instructional guidance in bealthcare simulation debriefings.
Goteborg 2019

441 KATERINA CERNA  Nurses” work practice in chronic
care: knowing and learning in the context of patients’ self-
monitoring data.

Goteborg 2019

442 MARGARETHA HAGGSTROM Estetiska
erfarenheter i naturmoten. En fenomenologisk studie av
upplevelser av skog, vaxtlighet och nndervisning.
Géteborg 2020

443 PANAGIOTA NASIOPOULOU  Tbe professional
preschool teacher nnder conditions of change — competence and
intentions in pedagogical practises.

Goteborg 2020

444 ANNA TOROPOVA  Teachers meeting the
challenges of the Swedish school system. Agents within
boundaries.

Géteborg 2020

446 ULF RYBERG _A# urskilja grafiska aspekter av
derivata — hur elevernas mijligheter paverkas av innebdillets
bebandling i undervisningen.

Goteborg 2020
447 KASSAHUN WELDEMARIAM  Reconfiguring

Envir | Sustainability in Early Childhood Education:
a Postanthropocentric Approach.
Géteborg 2020

448 ANNE KJELLSDOTTER Didactical
Considerations in the Digitalized Classroom.
Goteborg 2020

449 CARINA PETERSON 1Val, omristning, styrning.
En etnografisk studie om intentioner med, villkor for och ntfall
av barns inflytande i forskolan.

Géteborg 2020

450 LOTTA WEDMAN ' The concept concept in
mathematics education: A concept analysis.
Géteborg 2020

451 MARLENE SJOBERG  Samtal om undervisning i
naturvetenskap. Amnesdidaktisk kollegial ntveckling i
lararutbildning och lararprofession. Géteborg 2020

452 LENNART SVENSSON  Kontexctuell analys — En
Jorskningsmetodologi och forskningsansats. Géteborg 2020

453 JOHN DOHLSTEN  Vad mijliggor och begrinsar
en hallbar elitfriidrott? Aktionsforskning i elitidrottspraktiker
inom Gateborgs friidrottsforbund. Goteborg 2020

454 LENA SOTEVIK Barbiebrillop och homobundar.
Barn och barndomar i relation till queerbet och
(hetero)normativa livsiinjer. Géteborg 2020.

455 FRIDA SIEKKINEN At# vara och inte vara.
Elevpositioner(ingar) i spanningsfaltet mellan svenska och
svenska som andrasprik. Goteborg 2021.



456 ANN-CHARLOTT WANK Meningsskapande
samtal. En studie om barns meningsskapande med fokus pi
processer och inneball relaterat till forskolans praktik.
Goteborg 2021.

457 ANDREAS LUNDBERG ZACHRISSON
Ouveruse injuries in Swedish elite athletics. Incidence, occurrence,
athlete availability, and risk factors. G6teborg 2021.

458 ANNA NORRSTROM Samtal under
ldrarlagsmoten. Diskursorienteringar i den professionella
praktiken. Géteborg 2021.

459 JOHANNA MELLEN Stability and Change. Policy,
options, and choice in Swedish upper secondary education.
Géteborg 2021.

460 JONATAN JUNGMALM Running-related injuries
among recreational runners. How many, who, and why?
Géteborg 2021.

461 ELISABETH OHLSSON Der synliggjorda
vokabuliren och praktiken. Gymnasieelevers akademiska
skrivande pa svenska. Géteborg 2021.

462 VICTORIA ROLFE Exploring socioeconomic
Z‘m’qﬂa/lbl in edncational opportunity and o s in Sweden
and beyond. G6teborg 2021.

463 JONAS LINDBACK IVirsta bésta skolan. Om unga
i fororten och segregationen i skolan. Géteborg 2021.

Editors: Christel Larsson, Elisabeth Ohrn, Pia
Williams

464 ANNE-MARIE CEDERQVIST Seeing the parts,
understanding the whole. A technology education perspective on
teaching and learning in processes of analysing and designing
progr d technological solutions. Gteborg 2021.

465 MARIE GRICE Epistemic beliefs and conceptions of
b in education for sustainable d ‘

Goteborg 2021.

466 KRISTINA HUNEHALL BERNDTSSON
Digitala sexnella trakasserier i skolan: Elevperspektiv pa
sexting, utsatthet och jamstalldhet. Goteborg 2022.

r

Editors: Christel Larsson, Elisabeth Ohrn, Pia
Williams och Olof Franck

467 STINA JERDBORG Learning Principalship:
Becoming a Principal in a Swedish Context. A study of
Principals in Education and Practice. G6teborg 2022.

468 ALEXANDRA SODERMAN Digital
studentfenltur — om slutna grupper pa Facebook som icke-
Sformell arena i higre utbildning. Goteborg 2022.

469. OLA HENRICSSON "Som att hilla tiden i sin
band” — Didaktiskt perspektiv pa muntligt berittande.
Goteborg 2022.

470 ERIKA MAJOROS Linking recent and older IEA
studies on mathematics and science. Goteborg 2022.

471 JENNY SVANTESON WESTER Teaching and
learning mathematics with integrated small-gronp discussions.
A learning study abont scaling geometric fignres. Géteborg
2022.

472 JASMINE BYLUND Everyday Langnage Practices
and the Interplay of Ideologies, Investment and ldentities.
Langnage Use and Dispositions among Y oung Adolescents in
Multilingual Urban Settings in Sweden. Géteborg 2022.

473 AGNETA PIHL Children retelling stories.
Responding, reshaping, and r bering in early child)
education and care. Goteborg 2022.

474 KATARINA NILFYR Interaktionsminster, social
anpassning och emotioner i forskolan — En mikrosociologisk
studie av interaktion mellan forskollirare och barn i
malorienterade aktiviteter. Goteborg 2022

475 LEAH NATASHA GLASSOW Teacher sorting and
the opportunity gap. A cross-national investigation of
institutional differentiation and educational equity.

Géteborg 2022

]

476 ASA ANDERSSON Sustainable inclusion withont
sustainability. Working with equal participation and
unforeseen movement in physical education, sports, and research
Goteborg 2023




