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Abstract

This paper uses a modified version of Gregory Batas(2000a) levels of learning to
consider a multimodal understanding of organisafitearning; one that sees emaotions,
aesthetics and learning as complex, interactiveraeddependent.

Tosey and Mathison (2008) argue that this requrgamework such as Bateson'’s,
which differentiates between logical types, andt§mmodified form) between
embodied, analytic and aesthetic modes of knowsgh a proposition starts to
explode the myth of rationality in organisationslapproaches which ‘propound an
objective and universal interpretative key to oigational life’ (Strati, 2000: 14).

Using a specific exhibition as a starting point plag@er explores the nature of
organisational learning at Construfta contemporary art gallery, based in the South of
England. Constructa has been through significaabgé in the last five years as a result
of financial crisis and potential closure.
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An Explosive Force: Emotions, Aesthetics and Orgasational Learning
1. INTRODUCTION

Organisations working in the publicly funded segenerally exist in a permanent state
of anxiety and vulnerability as a result of a defmce on state subsidy which is often
unpredictable. Arts organisations are no excemmhit could be said that for some
financial crises have become a way of life.

“The arts sector seemibrant and healthy to the public - creating iirsis the artist’s
stock in trade. Behind the scenes it is tough gbifigarfield, Bird, & Carnevale, 2002)

The language used in the accounts of such crisgteis metaphorical and emotive,
perhaps reflecting the mission led nature of thekwior example:

“There is hardly a theatre or arts centre in thentxy that is untouched by Battersea
Arts Centre’s (BACs) work. You might think local wacillors would be thrilled and
proud to be the custodians of such a local an@malitreasure...but you would think
wrong. Last week BAC's local council, Tory-governatndsworth, gave notice that
from April 1st it intends to cut BAC’s grant fron1 80,000 to zero...If this was to go
ahead, BAC could not survive and would have toeclos (Gardner, 2007)

The organisation featured as the case study irppsr, Constructa, has survived the
threat of imminent insolvency. It has undergoneadformative change, a turnaround,
where ‘a corporate turnaround may be defined siraplthe recovery of a firm’s
economic performance following an existence-thm@agedecline’ (Pandit, 2000: 32).

In mission led or ‘idealistic’ (Zagier Roberts, ¥)®rganisations it is often about more
than mere economic survival and as such their exggwocess could be regarded as an
extreme context for considering organisationalde®y and change.

The paper begins with a consideration of orgarosatilearning and makes particular
reference to Bion’s concept of ‘container and cior@d as something which enables or
inhibits learning. It goes on to explore Batesq@800a) Levels of Learning, which is
used as an interpretative framework for the casgtystiata. This framework is modified
in order to attend to both the level and mode afieng, in particular the analytic,
aesthetic and embodied.

2. ORGANISATIONAL LEARNING: CONTAINER AND CONTAINED

The field of organisational learning is now quiteettse and from modest beginnings it
has grown exponentially in the last twenty yeamdo@ain of ‘volcanic’ activity ‘in
which multiple foci of interest co-exist all thene’ (Bapuji & Crossan, 2004:397).
Themes and debates have emerged, abated and rgeenmedifferent forms. There is
also a growing range of disciplines in the fieldg¢kerby-Smith & Araujo, 1999):
psychology/organisational development, managenwemnse, organization theory,
strategy, production management and cultural aptiogy and while it may be
beneficial to take account of the developmentssactioese fields they have different
origins and concerns.



Despite the debates Bapuji & Crossan (2004: 40§yest that there is a growing
acceptance of the many perspectives, organisatieaading can take various forms; it
can be behavioural and cognitive, exogenous andgamibus, methodical and
emergent, incremental and radical and can occuairadus levels in an organisation as
well as between organisations.

This paper derives primarily from the psychologgamisational development
disciplines and takes the view that the ‘organisgtis something different to the sum
of its parts, it illustrates some sort of ‘orgamisa-in-mind’.

“[Any] organisation is composed of the diverse &ants and projections of its
members. Everyone who is aware of an organisatitbether a member of it or not, has
a mental image of how it works. Though these deéllsas are not often consciously
negotiated or agreed upon among the participdmy, éxist. In this sense, all
institutions exist in the mind, and it is in inteti@n with these in-the-mind entities that
we live.” (Shapiro & Carr, 1991: 69-70)

Talking to one of the board members at Construntesaid that they (the Board) had all
learnt to verbalise this organisation in the mind ¢hat they felt no dissent from it as a
Board, ‘So speaking as an organisatie can, speak with a strong sense of self’. Even
if we accept that Constructa as an independertiyealdes not exist, its members act as

if it does. Armstrong (2005:5) suggests it may lvesponse to something intrinsic ‘ a
particular, more or less idiosyncratic, responsa tommon, shared organisational
dynamic.’

This notion of an ‘organization-in-mind’ is liketp have an impact on the nature of
learning that occurs, something that may not alviegysvident, it may manifest itself in
organisational culture, unwritten rules and ritu@leupled with the notion of the
organization-in-mind this paper utilises a defmmtiof organisational learning that
recognises the need for some form of containingéaork:

“The phrase ‘organisational learning’ describegaplosive force within a restraining
framework (both ‘container’ and ‘contained’ - (Biok©85)).” (Vince, 2002)

This perspective suggests that while organisirggpsocess that can enable learning, it
is also a process which can quickly bring into bedefences against the anxieties of
such learning; learning cannot therefore be reghageunproblematic or universally
beneficial. The metaphor of explosion suggestaritlze a destructive as well as a
constructive force.

Bion first wrote about the concept of container andtained in the 1960s in ‘Learning
from Experience’ (1962), which focussed specificalh the psychoanalytical
encounter. He later extended it beyond the indadido groups, institutions and society
in the 1970s. It is a concept that is deceptivehpte, yet it can be applied in numerous
ways. Bion likened it to the relationship betweestiner and baby, where the mother is
the container with the capacity to contain therdsg of the baby. Bain (1999) uses a
physical metaphor to describe it in its simplestrfo

“If you clasp your wrist with your hand, the harscthe ‘container’, and the wrist the
‘contained’. If you clasp too tightly i.e. the ‘c@mer’ is too strong you will stop the
blood flow in your wrist. If the clasp is too loggbe wrist can easily slip out of, or

break the ‘container’.



When considering the institution as a containerdgl®an interdependence between our
individual experience and the collective experieeindividuals we are containers

for the ‘stimulus of what may be contained’.(B&l®99:2-3) Equally, the institution
performs a similar function for the collective.

Bion (1970) outlined three possible relationshipsateen container and contained:

* Parasitic: where one depends on the other to peoduhird relationship which then
becomes destructive to all three, they effectifedd off each other to a point of
mutual destruction

* Commensal: where both container and contained =t+@khout changing each
other, the relationship is shared to mutual benefit

* Symbiotic: where there is growth in both contaiaed contained, ‘the essence of
the concept is the potentiality for transformatiorcontainer and contained.’(Bain,
1999: 3) An advantage is gained by the sharinp@fté¢lationship to create a third.

Bain (1999) proposes that the transformational ggedetween organisational container
and contained could be used as a measure of cajanial learning. Some

organisations are more containing than others lagettore more able to provide the
opportunity for growth in both container and con&l. As in the wrist metaphor, some
squeeze too tight and prevent the blood flow dritéacontain at all. The notion of
containment came up in the Constructa interviewsere there was a sense of too
porous a container and an absence of ‘holding’.

And | think it is, it is,

More about having a kind of focused.

Acknowledging what we're good at,

what we’re bad at,

what we can do to

make things we’re bad at better.

And it's just somebody that would have,

somebody that would have a kind of,

you know their eye on ALL of it.

As kind of, as a package. (Office Manager, male)

This process is closely linked to issues of commaton, ‘the entire emphasis of the
container/contained process is on the capacitigten, to take in, and to react in
response.’(Obholzer, 1996:54) If the organisat®imcapable of listening to its
members they'll feel unheard and alone. If it i & anxiety it will spill over into its
members and once again communication will be ingglaif his focus on
communication is echoed by Bateson (2000a: 278)lation to learning where he
describes ‘learning’ as a ‘communicational phenoonen

In order to consider the organisation as a boumtgetLt, as container, Armstrong
suggests four dimensions that help make sensegahising:

1. The organisation as contextually embedded (theogam! dimension)
2. The organisation as enterprise (the identity dinoams

3. The organisation as process (the task dimension)

4. The organisation as structure (the management dio@n



By taking a holistic view and looking across thmdnsions it may be possible to shed
light on the nature of the work and its psychic deds, as well as conscious and
unconscious strategies for containment.

“In these terms the context of the organisationigtbrm of activity can be held in
tension, to be surfaced when the context challetigeenterprise, correspondingly, they
experience, consciously or unconsciously, the dil@s of balancing the claims of
survival and growth against the cost to identibyeinbodied practice.” (Armstrong,
2005: 109)

3. A MULTI MODAL APPROACH TO ORGANISATIONAL LEARNIN G

3.1 Bateson’s levels

Drawing on Bateson (2000a) the question becomes agganisations can learn, but in
terms of considering the case study, ‘what is ttene of learning here?’ Bateson
(1904- 1980) was an English academic who workedsacand influenced diverse
fields, his daughter described his journey as characterised by a distinctive way of
thinking rather than a specific concrete subjedt@ena (Bateson, 2000a:ix)

Mary Catherine Bateson, observes in her forewottleéd?000 edition of "Steps to an
Ecology of Mind’ that; "the processes with whicheGory was concerned were
essentially processes of knowing: perception, comaation, coding and translation’.

Bateson describes "The Logical Categories of Legrand Communication’, as an
attempt to illuminate "the barriers of misunderdiag which divide the various species
of behavioural scientists... by an application of sallss Theory of Logical Types
(Russell, 1921) to the concept of “learning”.’ (Bsdvn 2000:279). In summary, the
theory of logical types distinguishes between aknd members of that class and, in
order to avoid logical paradoxes, stipulates thataas cannot be a member of itself.

His theory of “levels of learning’ (Bateson 200@stbeen influential in the
organisational learning field (Argyris & Schon, B3 Bartunek & Moch, 1994; French
& Bazalgette, 1996; Roach & Bednar, 1997; Tosey &tiMson, 2008; Visser, 2007).
The levels (Table 1) have a number of charactesisikven though they appear as a
hierarchy Bateson'’s levels are in fact recursile,different levels of learning can occur
in parallel. (Bredo, 1989). It is also not a pragige theory of learning, by which one
‘improves’ from lower to higher levels. ‘Lower’ lels are neither necessarily inferior
to, nor less desirable than higher levels. Bateseniphasis on the notion @intextn
learning is significant, and implies that the taskinderstanding organisational learning
involves sensitivity to such contexts.

Table 1: The levels of learning, adapted from Bang2000)

Level IV ‘...would be change in Learning Il but praitly does not occur in any
adult living organism on this earth’

Level 11l ...Is a change in the process of learning Il e.goreective change in the

Paradigm system ofketsof alternatives from which change is made. Thigkely

Shift to result in a change in identity such as religioosversion or - learns,
learns how to learn and simultaneously learns lwole@drn how to learn|

Level Il ...Is change in the process of learningd,. @ corrective change in the
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Emergent set of alternatives from which choice is madet & a change in how
pattern; the sequence of experience is punctuated e.gidderhcurriculum,
reframing unwritten rules and transference. The fish confithesporpoise’s
situation or | understanding of the context — its relationshiphtotrainer.

context

Learning | ... Is change in specificity of response by corracberrors of choice
New within a set of alternatives. e.g. changes in keolgk, skills and

operational | attitudes. A porpoise gets a fish for exhibiting tight behaviour from a
knowledge | choice of behaviours

Learning O | ... is characterised by specificity of response, Whigight or wrong —
Unchanged | is not subject to correction e.g. the two mice Wwhep hunting for the
response cheese in the same place every day in ‘Who Movedhgese’
(Johnson, 1999). A porpoise gets a fish for a sibhghaviour

Tosey (2006) argues that only a framework suchasd®n’s, which differentiates
between logical types enables us to understandhisa#nal learning appropriately as
multi-dimensional, paradoxical and aesthetic.

Zero level learning is automatic, responses toudtioould be said to be hard wired,
‘where causal links between ‘stimulus’ and ‘resprese as the engineers say
‘soldered’ in’. (Bateson, 2000a: 284). An examplawd be the two mice, in ‘Who
Moved My Cheese’, who keep searching for the chaetiee same place every day,
even though it has been moved. All the other lewelslve some form of trial and error
and as such behaviours are subject to correctithtiue right response is found.
Learning | occurs in a situation where a choicelmamade between a particular set of
alternatives, ‘the specification of how these cctions are made is determined by the
particular context of learning.” (Keeney, 1983: 156

Learning Il is concerned with learning about a igatar context of learning, often
referred to as learning how to learn. In this instayou learn how to respond to a
specific context. So learning at this level movegdnd behavioural choices to
comparisons across learning opportunities, a fesddpacess makes this comparison
possible. Efforts to avoid habitual behaviourapmsse involve learning at this level.
Strategies to achieve this might include an edexproach, taking on a variety of
frames, as if choosing from a wide repertoire okiou Or, combining different
elements from different frames and creating a meéegrated approach, a new
symphony.

Learning Ill Bateson (2000:301) identifies as behegy rare and notes that it is most
likely to occur in ‘psychotherapy, religious consi@n and in other sequences in which
there is a profound reorganisation of character.’

“In sum, different orders of learning and chang#icgate that people or systems of
people may be classified as being caught in a franset of frames or a system of sets
of frames. The order of being stuck determinesele@ired order of the solution.”
(Keeney, 1983: 159)

Bateson’s theory implies that organisational laagrnwould be created by a change in
patterns of behaviour that emerge from changesnteat (including changes in the
interpretation or perceived significance of context



Bateson questioned the extent to which intentiantibn can produce desired effects,
which contrasts with the view that new understagsliand skills are learnt first, and
then applied in order to generate new organisaticaq@abilities.

“[Bateson’s] central insight was that active engagat within the aesthetic process can
enable us to see beyond the ‘purposive conscios’swagh has led us to ecological
peril. Our conscious awareness is largely limttethe satisfaction of immediate
desires by the most direct ways available. We lhasteaccess to the wisdom accrued in
evolution and even to the greater part of thedraftour personal experience.”
(Charlton, 2003:225-226)

Tosey and Mathison (2008) suggest it is significdhat, according to the evidence of
his writing, Bateson’s levels are clearly not aboagnition alone. He referred explicitly
to "a stance at the side of my ladder... to disdusstructure of this ladder’ (Bateson
2000:308), which suggests that any form of cogaiteflection on the theory is to be
distinguished from the type of learning that is’ thre ladder.

In modifying Bateson’s framework Tosey has drawrwo other dimensions which are
raised by Bateson in his writings. The first belmg references to embodied, enacted
change. His definitions of “learning’ include chargf behaviour as well as change of
meaning. In this respect Bateson'’s ideas seemsgtyroompatible with recent
theoretical notions of "'embodied mind’ (Lakoff &hlwson, 1999; Varela, Thompson, &
Rosch, 1993) and contrasts with, an emphasis omtemgand critical reflection.

The second dimension relates specifically to aéisthand art. This emphasis is both
general in his writing, (Harries-Jones, 1995:14) apecific to understanding the
relationships between the levels of learning; Méhauggested elsewhere... that art is
commonly concerned with... bridging the gap betwiemore or less unconscious
premises acquired by Learning Il and the more ejgsoontent of consciousness and
immediate action’.(Bateson 2000:308) Tosey and Math(2008) suggest that
Bateson’s emphasis on the aesthetic potentiallyrasts with the metaphor of ‘man as
action scientist’ that is espoused by Argyris (AtgyPutnam, & Smith D, 1985), which
emphasises intentional, cognitive inquiry into @xt$ and their "governing variables’.

Bateson reinforces the importance of aesthetic nstaleding, he saw it as enabling us
to move beyond conscious awareness, in his writingsesthetic and the sacred
became closely linked as can be seen in third dedening in particular.

“One of Bateson’s most penetrating insights is Wia&n we are actively engaged with
any element of beauty we are able to reaccess muitte @ystemic wisdom that our
total reliance on conscious thought and intentias ¢verlaid and largely sealed off
from us.” (Charlton, 2003:226)

This suggests that context may be best thought ahiaesthetic rather than analytical
way, as (for example) “story’. Recent work in thed of consciousness studies (Nunn,
2005) proposes the metaphor of ‘'man as story’, wbahoes Bateson’s own interest in
story (Bateson 1979). "Stories’ are seen by Numnmwtiple, complex, interacting,
competing and fluid patterns of meaning, includiegsonal biography, local situational
meanings, cultural scripts, and mythic archetypes.



Based on the above, Tosey (2006) offers a visypaesentation of Bateson’s theory
(figure 1) that reflects these three modes - endzbliiarning that simultaneously
involves multiple levels, reflective processingttisa at the side of the ladder’, and the
aesthetic mode that can unconsciously recognispdttern of relationships between
levels.

Figure 1: A representation of Bateson’s theory shgembodied, analytic and
aesthetic modes

Analytic (reflection "at Embodiel Aesthetic (apprehending
the side of the ladder’) relations between levels)

LIl

LI

3.2 Case Study

“Come in. Out of the glare. Let your eyes adjushi partial light inside...

These are the opening lines of a press releasmfexhibition at Constructaa
contemporary art gallery based in the south of &mdl It was set up in a deconsecrated
Church and describes itself as:

“A place where artists come to make new work.”

When Constructa was first opened in 1996 by a godwgstists it was regarded as avant
garde, some ten years later it is grappling to tstdad what it has become and where it
goes next. It has prided itself on supporting trtigho are keen to experiment, be
adventurous and push the boundaries of their wgrrkaps by changing scale, method
or materials — a deliberate change of context. d¢Jgie ‘Kevin Carter’ exhibition as a
starting point this paper explores the nature gaorsational learning at Constructa.
The case study data has been gathered throughipanti observation over eighteen
months, as well as a series of semi-structuredvietes and document review.

* A pseudonym to respect confidentiality



Figure 2: Constructa Floor Plan and ‘The Box’
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Sitting in the gallery space it is clear that
the heart of the building is dedicated to t
arts programme and its associated
activities. The work across the years has
ranged from textiles fine as spider’s webj
to a meadow of wild flowers. Audiences 1 ;
can move through, interact, touch and smell theksuok central aim of the space is to
bring people in direct contact with the artist dineir work — an aesthetic experience.

Constructa has a core team of eleven, all of whanpart-time. Most of the staff are
also practising artists, one of the early valuetheforganisation was to be ‘artist-led’.

In 2006/7 it had a turnover of £371,000 and reaki&200,000 in funding from the local
authority, Arts Council England (the state fundaggency for the arts) and the European
Union. Any other income is generated from educagictivities, publications and venue
hire, which sometimes sit at odds with the artidtize of the gallery. It grew out of a
pragmatic need for a number of artists to find acspand for the local authority to find
a purpose for a deconsecrated church. It was @aeifor artists’ studios an as such it
became an experimental space for exhibitions.

Constructa is part of a changing sector, issuésabinology, personalisation and
transformation are being hotly debated, as ‘nowténm art ... Has become an active
space rather than one of passive observation. finerhe institutions to foster it have
to be part-community centre, part-laboratory, aad-pcademy, with less need for the
established showroom function’ (Doherty, 2004).

* Floor plan taken from field notebook plus fieldkamages



3.2.1 Embodied

As you walk into the space, the features of the
church are still clearly visible; yet in its centre
sits a huge galvanised steel box. Inside the box
you sit on a church pew and the lights are
dimmed.Flash! The image burns the screen. It
takes a while for startled eyes to adjust. Into
focus emerges a small African child, emaciated
and curled in the dust. Less that a metre away
stands a statuesque vulture. This is the only
image in a text based installation that tells of
3 the short, troubled life of Kevin Carter. His

beginnings, h|s life as a photojournalist and Hismate suicide brought on by the
scenes he witnessed, captured and distributed. itasnerve jangling, skin rippling,
emotion wrenching experience. It is in your bodfobe your thoughts form.

Imagine that you are standing there,
before the exhibition opens, spanner
in hand, one of the team that is being
rushed in to help with the
construction of the box. There is a
plan to follow but no-one knows
what it is except the artist. You are
running out of time. It takes far
longer than anticipated. The sheer
physical labour of creating the
enormous galvanised steel box in
which the work is to be housed is
exhausting.

“Exhaustion is a great stimulus for
embodied knowing, but you realise
this best later on as you start to
reflect upon it all. Not only is there
movement back and forth within the
ceremony. There is also movement
back and forth between doing and
reflecting.” (Rose, 2005)

One of the Gallery Directors talked about a lackimok for reflection. Staff seemed
unwilling to discuss the event — unable, apparemlynove into conscious reflection. It
was a visceral, emotional experience. This im&rmnational artist they have not
worked with before and the relationship is ofterdrated by a third party. The staff
describe how they tried to explain their ethoshartist, but it was only the Chair and
Vice-Chair who succeed in sharing some of the cel&i the end of the week, by just
‘chatting’ at the exhibition’s opening night — ‘weant people to have a learning
experience, we want people to grow’(Chair, female).

The story of the exhibition mirrors the processdihganisation has been through in the

last ten years. It is a story of winning througlaiagt the odds, of delivering in spite of
a lack of resources.
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It is a story of inspiration and learning to innteo overcome the challenges. This is
not the place to work if you cannot think on yoeet, act on your own initiative, hold
your nerve and commit yourself completely.

3.2.2 Aesthetic

“Knowledge is gathered in a particular organizagiozontext by breathing its air and
atmosphere, smelling its odours, appreciatingetuby and enjoying the stories told.
It is also gathered by being repelled by its ugiaipset by tragedy, amused by the
grotesque.” (Strati & Guillet de Montoux, 2002: 57

Aesthetics links to learning in that it ‘derivesiin the knowledge-creating faculties of
all the human senses’. (Strati, 2000) That is oatoinfuse aesthetics with art. The
etymology of art is in the ancient Greek beinghiee’, suggesting the transformation of
raw materials with ability and intelligence, whesegesthetics is concerned with
knowing on the basis of sensible perceptions. Ti@niers Dictionary defines
‘aesthetic’ as relating to perception by the semsesthe Greek verb ‘aisthanomai’
denotes the stimulation of abilities related tdifep(Strati, 2000).

In an interview with one of the Co-Directors, hikéal about the aesthetic qualities
associated with the Kevin Carter exhibition. Onadhne hand the team recognised it as a
great achievement, a coup for the gallery to hosh&ernational artist of significant
standing. Yet the experience was almost too mudie#w, it had become undiscussable.

“The Kevin Carter piece this year

Was a magnificent piece
That everyone loved

It's difficult to discuss it

With anyone who worked on the project
Or in the office

Because the process was hard
In making it
It left a bad taste in people’s mouths

People don’t want to talk
about it

or can’t

Appreciate the value of it
That's a real shame.” (Co-Director, male)

The exhibition combines issues of beauty, uglingsssacred and the tragic. For
Bateson grace and aesthetics were intimately lingeste offered the possibility of the
integration of the conscious and the unconscioasyds fond of the ‘famous words of
Pascal: for grace to be achieved, ‘the reasonsedfi¢art must be integrated with the
reasons of the reason’.’ (Charlton, 2003: 169)
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The emotional impact of ‘Kevin Carter’ resonateshvihe plight of the organisation.
The exhibition’s story seems to mirror the prodbssorganisation has been through; it
Is a story of winning through against the oddsjelivering in spite of a lack of
resources; of inspiration and learning to innovedeyvercome the challenges.

The team now question the return on the emotiomaipdysical effort, the fact that it
left a ‘bad taste’ and did not go according to plathe early stages. This links to their
earlier fight for survival and questions from bttie organisation and its funders about
whether it should survive at any cost, ‘these e@mgles as they are registered
emotionally, have to do not only with questionsiaibility — whether or not the
organization will survive — but equally with thest@f viability — what will and what
must be risked in the cause of survival.” (Armsgp2005: 107)

3.2.3 Analytic

This is the mode which supports reflection on theels of learning (see also appendix
1), ‘at the side of the ladder’.

Learning O

The gallery regularly produces a programme of exhbifs, for the past ten years they
have followed a similar format and approach everaith exhibition differs in terms of
content. A clear project management handbook aglihe steps to be followed. Past
routines and behaviours were mobilised. A numbéumivritten rules’ (Scott-Morgan,
1994) manifest themselves, they both contain aagg@arate the pressure.

Rules about quality, taking responsibility, delimgron time, giving all your effort,
respecting the artist and above all ‘the show rgasin.” One of the Co-Director’s
talked of not having the time to reflect on proggdt was enough to rely on their
automatic responses each time. That is not torssyevel of learning is inferior, their
behaviour in relation to bringing the exhibitiondn time and budget was highly
proficient.

Learning |

Learning | involves a change in behaviour albethwi the familiar frame of producing
an exhibition. Late decisions on funding and thalleimnges of working long distance
with an international (South American) artist metduatt some of their automatic
responses would not suffice. Relationship withattest was mediated by a third party,
as ‘interpreter’, a challenge for a gallery whishused to a very close relationship with
its artists. The tight timescales meant that thstiexy procedures and planning would
not suffice, new approaches were tried which inetldalling on an informal support
network to bring in extra help at the last minute.

Learning Il

Learning Il builds on Learning | and denotes a ¢jeaof pattern. The work with an
unfamiliar artist created a new relational realigr audiences it also punctuated the
familiar context of the gallery. Most of the exparce took place in a galvanized steel
room in the centre of the gallery. As a resulthaf anxiety of pulling the show together
staff found it very difficult to talk about the ekition and reflect on its wider impact.
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They learnt how the organisation deals with anxietgotional containment, the
container became too tight for growth. There wase alneed for the artist to learn a
new context or frame:

“...and L came up to me and just grabbed my arm @gestthe gripping of her arm)

and said THANK you SO much for that. For what?

Because | thought we were just chatting to thetaaid his technician, and she said we,
this, this week, for two weeks we have been try;mmake them understamdhat
Constructa is about, err, that this isn’t a thegprace, it's nothe Whitechapel it is a
public space where we want people to BE and thatiigthos, we want them to engage
and we want them to have a learning experiencevengant people to grow as a result
of seeing that extraordinary piece and what youMusdid has said it all. Now we

didn’t know we were saying it all, we were simpdyking about what Constructa meant
to us.” (Chair, female)

Learning Il

A number of people, the researcher included, fahedvork profoundly moving both
physically and emotionally. No evidence was fouhteweel Il learning in the
organisation. As the other levels illustrate, l&@@grwas still happening just not at a
paradigmatic level.

4 CONCLUSION AND DISCUSSION

While emotions and latterly aesthetics are nowgas®d as part of the field of
organisation studies there is a tendency, witwaeleceptions (Antonacopoulou &
Gabriel, 2001; Gibb, 2004, Strati & Guillet de Mounk, 2002; Tosey, 2006; Vince,
2002), to treat both areas as domains that ar@amikent of each other with little
relevance to learning. The Constructa case studgfhby illustrates some of the
complexities of organisational learning and th&dais on cognition (the analytic) alone
ignores the knowledge creating faculties of theseerand the emotions.

As has been observed through the case study lgasnot purely a matter of cognitive
insight and reflection, ‘The richness of human kremige and understanding is far
deeper than the set of knowledge we can produgmbdic account of. As Polanyi

(1967) puts it, “we know more that we an tell”.’@thmer, Hartmann, & Takayama,
2006)

It used to be that the senses were primary. A pekeew something by ‘being deeply
and intimately connected to it, a knowing that wamatic and emotional.’ (Clark,
2001: 84). Following the Scientific Revolution, sea displaced somatic connections.
The cognitive has since been regarded as the priway of knowing. However, as
Polanyi (1969) and Lakoff and Johnson (1999) hageaed, knowledge begins in the
body; to make sense of the world we rely on ouit tamwledge of impacts made by
the world on our body, and vice versa.

At Level Il the aesthetic notion of the sacreddmees particularly important and

Bateson warns against even trying to describeny. éxperience at Level Il is likely to
be more than intellectual, particularly as it retato transformation of identity.
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“Bateson’s levels appear to involeeacted and embodied change in relation to
contextsvhereas Argyris and Schon emphasigentional inquiry into contextand

their ‘governing variables’, plusonscious agenay changing those variables.” (Tosey,
2006: 10)

Bateson’s model is an interpretative framework,anobmplete theory. In relation to
Constructa it has been used to explore some dfah®es, moving outside of intentional
action to attend to the emotional and aesthetiepet of organisational learnintpat
which they could not describ€&his is a resource stretched, mission-led orgdiois and
as such has little access to ‘formal’ training, HRXpertise or the ability to implement
the kinds of systems and structures promoted by ¢laening Organisation literature. In
order to consider such a case what was needed fras@wvork which could take
account of its various contexts.

This has been an attempt to develop a systemiastaaeling of organisational learning
that addresses a concern with the nature of thenieg’ in organisational learning. It
also ackonwledges the fact that learning can befimal and problematic as well as
recognising the role of communication, both conssiand unconscious, ‘contained’
and ‘container’.

The case study illustrates than organisationahlagrtakes place across recursive
levels. In the case of Constructa it includes Ig@eto Il, which suggests that
organisational learning has different charactessto an individual’'s acquisition of
skills and knowledge. An important feature of treriework is that it is recursive, the
levels are nested, like ‘Russian Dolls’.(Tosey, @0Binally, and possibly of most
importance is the focus on context, which concéesrattention on the social and the
communicative.
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Appendix 1: Levels of Learning and the Construcsae€Study

Level/Mode Analytic Embodied Aesthetic
Il Paradigm No direct evidence from the case study data of L {IPossibly for some individuals, the researcher
Shift included — her past connections to Africa) the
exhibit shocks and disrupts habituated
assumptions, raises consciousness.
‘| agreed to see it again, and it was incredibly
moving and we came out of it and I'm not good
when something moving has happened, believe it
or not, in snapping back into chat mode does | The exhibition and its construction
rather knock me out.’ (Chair) mirroring the organisation.
Il Emergent A new relational reality was created (Constructg "...and L came up to me and just grabbed my arm
) plus international artist). (gestures the gripping of her arm) and said Unknowing: "We didn’t know the
pattern; THANK you SO much for that. For what? significance of the box, he (the artist)
reframing Because | thought we were just chatting to the| wouldn'’t tell us.” (Co Director)
situation or ar.tist and his technician, and she said we, .this, . _
this week, for two weeks we have been trying toA collective moment — everyone jumg
context make them understanehat Constructa is about,| when the flash happens and the imag

Staff found it hard to discuss, learnt emotional
containment:

err, that this isn’t a theatre space, it's tit
Whitechapel it is a public space where we wan
people to BE and that is our ethos, we want the
to engage and we want them to have a learnin
experience and we want people to grow as a
result of seeing that extraordinary piece and wi
you and N said has said it all. Now we didn’t
know we were saying it all, we were simply
talking about what Constructa meant to us.’
(Chair)

"AJ piece this year which was a, you know a
magnificent piece of work that everybody loyed

of the child emerges. Responding to
t uncomfortable sensory knowledge.
srissues of representation, the role of tf
gmedia, life and death. An experience
something sacred; horror, beauty,
ndtagedy, ugliness. A shared, archetyp
experience of profound tragedy.

"We're, we're, we're keepers of the

D »w

ne
of

everyone got a lot out of, but uhm, it's diffictdt

flame and we like different shaped
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Level/Mode

Analytic

Embodied

Aesthetic

Navigating the exhibit and its setting; challenge
expected responses to a ‘gallery’. A changed
environment in which to experience the world
afresh.

discuss it with anyone who worked on the projedtame holders and we like other peop

or anyone in the office because the process of
was hard, in making it and it left a bad taste in
people’s mouths and people don't want to talk
about it or can't appreciate the value of it beea
of that.” (Co-Director)

"So being in the presence of an installation or g
exhibition or an event is an opportunity for a
person to grow (.) intellectually, emotionally,
spiritually almost certainly not physically
(laughs) otherwise we’d all be a lot taller. uh, u
they see art as vital to the human experience,
simply that, so by creating art for the public to
experience in a space that is free to enter thely
they are creating opportunities for people to
grow’ (Chair)

to put colours in the flame uhm but |

think that's what we are. | think we’re

keepers of the flame and we need to
ugind a way to finance it." (Chair)

AN

I New operational

Drawing the team together. Using networks and

...the funding was late, it took much longer to

knowledge finding emergency help to deal with pressure to| construct than we expected, we had to get a Iogd
get the funding and have it done on time. of volunteers and people worked three days sqlid.
M was exhausted...” Project Manager
Uniqueness of construction . "We had the skills but we had never done this
before’;
Communicating with an International artist for | "...extraordinarily high production values,
whom English is a second language. genuinely collaborative, very demanding of sel
and of artists, not demanding of potential backers,
investors, sponsors and finally funders.’ (Chair
0 Unchanged Following routines to carry out the project plan..| Physical fabrication. Bolting the steel together
and making the box; "We had used, spanners,
response

nuts and bolts before.’
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Level/Mode

Analytic

Embodied

Aesthetic

The “unwritten rules’. Getting the look and feel
right. — following the artist’s instruction.

No time to reflect

“it's actually a very strange process going from

one exhibition to the next that uhm, there’s never

time to really sit down and appreciate what, what

you've done’ (Co-Director). "But I, you know in
a way its another symptom of being over
stretched, that you know, people wouldn’t than

to talk about, (.) stuff like that even though pleo
thought it was valuable, there’s just not the tim
to do it.” (Co-Director)

k
me for setting up another meeting once a month
P
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