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Introduction
Modern schooling, as it developed into its present form from the mid nineteenth century in industrialised nations, has, apart from some exceptions examined here, denied the lower half of the body in favour of the upper parts in defining what it means to be educated. One of the purposes of this paper is to draw attention to this corporeal divide and to reveal how a shift in focus towards the lower limbs and extremities of the human body has accompanied past radical critiques of standard curricular and schooling regimes. Consideration, of the regulation, inspection, manipulation, containment, liberation and artistic expression of pupils’ feet takes us towards a grounded and bottom-up exploration of fundamental relationships of schooling.  When I first considered how to respond to the theme of the ISCHE 2016 conference, ‘The Body in the History of Education’ I decided to reach for the extremities and to start at ground level: here is where we find the the first body parts – the feet. To engage with pedatory matters of schooling forces us to regard the experience of education from the ground up, prioritising the lower half of the body over the upper, which is counter to received wisdom. Thinking with the feet satisfied my curiosity to engage with the overlooked, forgotten or undervalued aspects of the experience of schooling. I chose to be guided in this enterprise by the words and insight of Antonio Novoa, who might have been talking about the pursuit of a history of feet and footwork in schooling when he argued '...Nothing is more useful than useless knowledge. It prepares us to see and to think outside the rigid frameworks in which we so often let ourselves be trapped' 
 

It is rare that the educational experience of school pupils is examined through the feet and there is next to no relevant literature in the historiography to draw upon. Yet there is evidence that close observation of the feet of pupils, coupled with a recognition of the significance of these particular body parts in the experience and design of modern schooling, opens up a wide range of factors that might otherwise be overlooked in the history of education. The paper takes as a starting point the proposition of anthropologist Tim Ingold that a denial of the significance of the feet in relation to cognition and consciousness of 'being alive' in the world, is characteristic of modern societies.
 Ingold has claimed that  'Boots and shoes, products of the ever more versatile human hand, imprison the foot, constricting its freedom of movement and blunting its sense of touch . . . (and) the mechanisation of footwork was part and parcel of a wider suite of changes that accompanied the onset of modernity – in modalities of travel and transport, in the education of posture and gesture, in the evaluation of the senses, and in the architecture of the built environment'.
 Each of these ‘suit of changes’ will be explored. Modalities of travel and transport takes us to a history of walking to and from school and, until the advent of ubiquitous motor transportation, the primacy of feet and footwear in that essential task. The education of posture and gesture engages us with the stilled and silenced feet in the school room as well as the chorographies of drill and exercise. However, here we will consider dance and the significance afforded to the unshod pupil in progressive post-war primary education. Finally,  recognising Ingold’s fourth catagory, the architecture of the built environment, enables us to consider how materials used for school spaces were imagined to be felt by the bare-footed pupil, by educators and architects who were inclined to collaborate in designing more humane environments to educate young children during the post war decades. 
In examining a history of the feet of school pupils, I have explored Ingold’s suggestion that it is through the feet, in contact with the ground (albeit mediated by footwear), that we are most fundamentally and continually ‘in touch’ with our surroundings.
 This primary and even primal sensory contact has its own rich history in the context of the development of industrial economies, the growth of cities and the spread of modern schooling systems across the globe. Ingold argues that the upper body, the head and hands in particular, have become closely associated with definitions of cognition and therefore with the identity of the human as learner and maker of things and of meaning. The feet, he suggests, with these primal links to cognition, have been left behind by modernity, assisted in the process by the encasement of the feet in everyday footwear. Ingold does not explore the genesis and architecture of the modern school nor does his argument focus on childhood but his thesis offers a perspective that encourages us to reconsider the relative value placed by modernity on different body parts within relationships of schooling. In his chapter, ‘Culture on the ground, the world perceived through the feet’, Ingold has used three motifs of experience to explore the phenomenon: the biographies of materials; the sense of the world gained through walking; and the bodily rythym essential in sawing wood.In adapting Ingold’s suggested ‘suit of changes’ characteristic of the development of modern societies to the consideration of feet, footwork and footwear in the history of education, this paper is also organised in three parts. First, the experience of pupils in the school environment including the material, cultural, social and significance of footwear; second, in an exploration of the notion of walking as learning through histories of progressive education with a focus on ‘streetwork’, as proposed by anarchist pedagogues in 1970s and 1980s England and USA; and third, in the emphasis on the sense of touch experienced by pupils’ feet as aniticipated by promoters of drama, dance and movement in the English post war primary curriculum.

A range of source materials have been drawn upon including medical reports, building bulletins, teachers’ and pupils’ recollections, photographs (particularly focussing on what is found to be in the lower part of the image, close to the floor), and guides to best practice. The geographical reach of the paper includes the UK, Europe, Latin America, Australia, New Zealand as well as Canada and the USA. The time period covered includes the nineteenth and twentieth centuries. This is a scoping piece that is intended to experiment with and open up new ways of entering the so-called ‘black box of the classroom’.

Materialities. The encasement of the feet and ‘the separation of thought from action’.
 
Since the invention of the institution of modern schooling, intelligence has increasingly been located in the head. This has become concentrated still further with the advent of brain studies including from the 1980s neuroimaging, a technique that attempts to locate the precise areas of the brain associated with certain tasks and activities considered as learning experiences. However, counter to these developments is the argument that intelligence is not located in any body part but is distributed throughout the entire field of relations comprised by the presence of the human being in the inhabited world.
 The construction and equipment of the modern school room, from the mid 19th century onwards, required the body of the pupil to be seated and contained for long periods of time. The seated body, feet close to the floor, hidden beneath the school desk and static, presented the visible upper torso, hands and head as the actively engaged body parts of modern schooling. 

During the nineteenth century, technological developments in furniture and boot manufacture effectively established a modern form of containing the body of the school pupil and fixing it in the ‘correct’ position for learning. The significance of the commercial design, development and production of school furniture has recently begun to be examined.
 But Ingold encourages us to consider multiple materialities and the magnification of their power when operating in conjunction 'as they circulate, mix with one another solidify and dissolve in the formation of more or less enduring things'. 35 Thus, the commercial mass production of footwear and school furniture together created a situation characteristic of modern societies where, ‘between them, the boot and the chair establish(ed) a technological foundation for the separation of thought from action and of mind from body. . . Where the boot, in reducing the activity of walking to the activity of a stepping machine, deprive(d) wearers of the possibility of thinking with their feet, the chair enable(d) sitters to think without involving the feet at all.'
 Over time, from the point of view of the educator, the lower half of the body was considered to be of less importance than the upper half except in matters to do with control, order and discipline. Parallel with technologies that produced the mass manufacture of footwear and school furniture in the nineteenth century was the development of the camera and modern photography, capturing and projecting a now familiar visual representation of education in its modern form. The dominant image of schooling in countless numbers of classroom photographs from the late nineteenth century onwards is one where torso, arms and head are the only visible body parts of seated children.
The seated child contained by fixed school furniture performed the disciplinary act of stilling (and silencing) the feet for lengthy periods of time. For the feet to appear, when not required to, presented a challenge to authority. Placing the feet on desks was a sign of ultimate resistance; rocking a chair backwards, to and fro, by means of foot manoeuvring afforded the pupil the opportunity to assert their need for movement and resistance to staticity. From the point of view of the progressive educator however, the freeing up of limbs, particularly the feet, in movement, play, perambulation, running, dancing, kicking, jumping or even reading were essential components of efforts towards achieving a more humane education in the 20th century.
In the first modern school rooms of the nineteenth century, feet may have been bare or shod. But to be shod was no simple business. Over many centuries, the wearing of shoes had profoundly communicated a person’s precise social and economic status as well, of course of gender. Ivan Illich, writing in the 1970s and drawing from his observations of Latin American society on the cusp of change brought about by the influence of modernity, made the following observation. 
Shoes are scarce all over Latin America and many people never wear them. They walk on the bare soles of their feet...their transit is in no way restricted by their lack of shoes. But in some countries of South America people are compelled to be shod ever since access to schools, jobs and public services was denied to the barefoot. Teachers or party officials define the lack of shoes as a sign of indifference toward 'progress'. Without any intentional conspiracy between the promoters of national development and the shoe industry, the barefoot of these countries are now barred from any office.
 
To step into the modern school, increasingly across the industrialised world meant to be clad in shoes of some form. The shoe’d child was the child that was in the process of being educated and the shoe’d pupil was an essential and integral part of the materiality of the modern school. Once shoes were of the modern type, the advent of schooling for many children included a ritual act of learning to tie laces, ‘one of the most essential bodily skills that every child has to master before being able to make his or her way in a boot-clad society’.
 No longer were shoes kept for Sunday best and church going, but the ultimate leather soled shoes were to be acquired for the weekday business of attending school.
Figs 2 & 3 Bare feet in class
However, there were exceptions to the wearing of shoes, as images show; for example from 1930s Queensland and 1950s Arizona. In parts of the world where the climate was tropical, it was more likely that the shift to cladding the feet of pupils was delayed. It has been reported that children in Hawaii regularly went barefoot to school and there is anecdotal evidence from teachers in New Zealand recounting how pupils were seen to have warmed their bare feet in freshly dropped cowpats on their way to school.
 
Where shoes were worn for school, we encounter a complex territory of design and use. In England, bare feet exhibited by school pupils on their way to or in school often indicated to contemporaries levels of acute poverty at home. Oral testimony can reveal histories of experience embedded in family lore such as indicated by the following statement reflecting on a Yorkshire (England) childhood.
'When we were kids in the 1950's, my brother and I weren't allowed to wear plimsoles to play out in, we had to wear our old shoes, polished. All the rest of the kids on our estate wore plimsoles. It wasn't until we were grown up that Mam told us that as a child on Tyneside they couldn't afford shoes for school, so, her Dad (gassed in WW1 and unemployed ship yard plater from 1919 until 1935) had polished her plimsoles to look like shoes with grease and soot. Mam (born 1921) thought that wearing plimsoles, except for PE, meant poverty. She said that lots of kids walked to school in bare feet and  carried their shoes or boots to wear at school.' 

We know from anecdotal evidence that sympathetic teachers or school attendance officers intervened to assist children with ill fitting footwear and we have evidence that the progressive head teacher Alec Bloom on occasions gifted shoes to needy pupils in his Secondary school in 1940s -50s London.
In very general terms, the condition of children's feet was poor and their experience of walking or running or simply wearing footwear was often one of physical as well as emotional discomfort. In certain regions of industrial England, the tradition of wearing wooden-soled shoes or clogs extended into the early decades of the twentieth century, severely restricting children’s capacities for running and play. 
Figure 4 children with clogs
In other parts of the country where resources were in short supply, it was often the case that Wellington boots were worn for the long walk to school and images indicate that for many children, this form of footwear was the only option. Not designed for lengthy walks, many children complained of sore legs where the tops of the boots rubbed and left their mark. For children from large families and impoverished homes, it was more likely than not that they were forced to inherit shoes previously worn by an older sibling or stranger and therefore the fit was less than perfect. The medical condition of pupils’ feet and the impact of poverty and material deprivation was observed over time through medical surveys. Evidence is provided from medical inspections carried out in England during the middle decades of the 20th century revealing very high (and increasing through the school years ) incidence of damage to the feet as a result of poorly fitting shoes.  A survey carried out in the early 1950s, in Salford, an industrial part of the north of England, detailed some of the painful problems experienced daily by school children.
 In almost half of the total examined, the footwear did not fit accurately and in several hundred cases this was considered serious. Already, there were problems associated with fashion and style of shoes.This was attributed in the report to tight-fitting, narrow, pointed-toe shoes worn by older girls. These detail a painful experience of attending school for a large number of children and given the norm at the time was a walk to and from school, ill-fitting shoes or boots made life difficult.
But the wrong, ill-fitting shoes could also be a cause of emotional trauma, bullying and peer pressure. In the past, the condition of footwear, strongly marked and articulated a pupil's economic condition, relative wealth or poverty, revealing a child’s home circumstances. Shoes have long been signifiers of social status, and on the feet of school children, their fit or otherwise, condition and (later) style have been powerful expressions of status in the delicate social hierarchy of the school playground.

It has been noted by historians of education how the precise requirements of school uniform in the modern school effected ‘ meanings of identity and difference (enacting) the disciplining of the body by a power that subjects and subjectifies’.
 But from the point of view of children, that experience of power and disempowerment was culturally generated and was experienced in ways that connected the economies of home, community and school.
In England, the modern grammar schools of the post war period could distinguish themselves from the secondary modern school by details of uniform: in girls schools in particular the wearing of indoor sandals was a common regulation. Having the correct shoes was an added burden for families to meet. 

Perambulation and pedagogy. ‘We make the road by walking’

It has been said that in the nineteenth century, ‘walking was for the poor, the criminal, the young, and above all, the ignorant’.
 Walking was associated with an absence of knowledge and life on the margins of education. Walking as a way of knowing has been disregarded by the modern school which regarded walking as incidental rather than fundamental to knowledge acquisition. However, in the 20th century there were exceptions and challenges to this rule by educationalists and social reformers who would have agreed with Ingold that 'locomotion and cognition are inseparable, and an account of the mind must be as much concerned with the work of the feet as with that of the head and hands'.

Until fairly recent decades, school pupils mostly walked to and from school. Evidence from oral histories of schooling often recount the number of miles walked and sometimes refer to the experience as a positive one. In rural areas, in the spring or summer months, there were ample opportunities to engage with nature, to observe the seasons changing and to get up to mischief. Ex-pupils from the northernmost regions of the Scottish Islands recalled rich details from memories of walking to and from school during the first half of the twentieth century.
'I walked about a mile to school over fields and farm roads ... In summer we teuk wir bare feet. I can remember the smell of curly-doddies - new mown hay - freshly spread dung. The smell of heather, burning grass. The sight of rocky shores, heavy seas breaking across the bay. Farmyard fowl, farm animals, bird nests, wild birds". (Jim Stout, started school,1936).

Some recalled walking to school during the 1920-50s with the following observations which reveal that the practice of walking with bare feet was sometimes a choice, a joy associated with the summer months and a source of mischief-making.
'I remember some of the boys annoying our teacher by arriving bare-footed. They would have left home wearing shoes but hid them behind a pillar on the way to school ' (Myrtle Stevenson, started school,1936)

Ingold contends that we are most in touch with our environment when walking with bare feet. But he also suggests that regardless of footwear, the act of walking is and has been associated with cognition and learning. Considering walking as learning in the history of education leads us to examine at least two forms of experience; the informal learning achieved through the experience of moving through time and place, observing, reflecting, thinking, accompanied or alone, possibly on the way to or from school; and the formal experience of the nature walk or other peditions as pedagogy. The nature walk has been a feature of progressive educational practice since the Enlightenment as evidenced in the writings of Rousseau, Pestalozzi, and Froebel. The twentieth century saw the continuation of this tradition, particularly in progressive schools where summer camps and hikes were obligatory. In England, state schools led by progressive headteachers were often places where walking out from the school into the town and countryside was regarded as an essential part of the curriculum. In addition to these two forms however, there was a third form of walking as education known as ‘streetwork’ associated with anarchist urban educational initiatives in the USA and UK during the 1970s and 1980s. Accompanying the latter was a utopian vision of the future of education where the landscape of learning would be radically altered and where guided wandering was viewed as an essential practical element. The educationist, Harry Rae, in a lecture to teachers in the early 1970s, regarded the idea of the seated child engaged in passive recitation as an anachronism and instead set out an image of education which demanded material redesign to support perambulation.
‘I think we are going to see in your lifetime the end of schools as we know them. Instead there will be a community centre with the doors open 12 hours a day 7 days a week, where anybody can wander in and out of the library, workshops, sports centre, self-service store and bar’.

Rather than a pass-time, walking might be regarded is a highly intelligent activity. The notion of learning through perambulation or ‘incidental education’
 was at the heart of a progressive vision of education designed to bring about not only individual growth and cognitive development but also social change. In England during the 1970s and 1980s, educational officers Colin Ward and Tony Fyson, at the English Town and Country Planning Association promoted ‘streetwork’ through the Bulletin of Environmental Education (The BEE).
 The notion of streetwork transformed environmental education into a radical urban form which envisaged children and young people as actively engaged resourceful responders to their immediate environment. An inspiration for Ward and Fyson was the fiction of Paul Goodman who developed the idea of the “exploding school” which realised the city as an educator. Playing with the notion of the school trip as traditionally envisaged, he created an image of city streets as host to a multitude of small peripatetic groups of young scholars and their adult shepherds. This image was powerfully expressed in Goodman’s 1942 novel, The Grand Piano; or, The Almanac of Alienation.  In a dialogue between a street urchin and a professor, Goodman has the elder explain:
‘. . . Instead of bringing imitation bits of the city into a school building, let’s go at our own pace and get out among the real things. What I envisage is gangs of half a dozen starting at nine or ten years old, roving the Empire City (NY) with a shepherd empowered to protect them, and accumulating experiences tempered to their powers.’

 As cities developed and schools were established more often in the suburbs rather than the city centres, urban walking as curricular activity became more difficult however this anarchist strand of thought pressed for an interpretation of environmental education to embrace the idea of pupils walking out to identify and investigate social issues. 
  The notion that the school building or centre might become the hub enabling meaning making by a peripatetic student body, guided by a pedagogue inclined towards leading the learning experience on foot has characterised utopian discourses on the future of education for decades. Examples of practical experiments in walking as education include the Parkway Educational Programme established in the city of Philadelphia, USA during the 1960s. In this ‘school without walls’ children learned at sites provided by the urban environment: museums, galleries, the zoo, business hubs and garages. As Ward explained, ‘students, going from ‘class’ to ‘class’ will travel around the city (normally on foot). 
Around the same time, in London, England, The White Lion Street School in Islington similarly experimented with using the city as a resource for learning.

Moving and growing in the primary school. 
‘Clothes quickly pile up on the desks as children busily undress for the dance lesson. The first to change are soon by the door, ready to make their way to the hall, their bare feet wriggling impatiently in their shoes for the moment when they can kick them off and spring on to the hall floor. On the way along the corridor the bodies bustle and an animated walk threatens to break into running ... Once inside the hall, a line of shoes immediately appears under chairs lined up along the wall and swift bare feet dart and prance in lively stepping and jumping. Some rush across the space exhilarated by the feel of air against their faces, some pluck their feet off the floor in hops and leaps, and others swing wide their arms in unrestrained gesture which sweeps them high onto their toes, or pulls them into an off-balance suspension that dissolves into the slack of a downwards spiral. Soon the teacher calls for the class’s attention and the lesson begins.’ (McKittrick, 1972: 11).
The rise and fall of enthusiasm for movement as an art form within the post-war primary education curriculum closely mirrored the rise and fall of enthusiasm for child-centred education and progressive approaches more generally in England and in parts of the Commonwealth. The artistic expression of bare feet in the school has a rich history, so far unexplored to any degree by historians of education.
  A focus on bared feet along with extended limbs in free movement and dance in the curriculum of the post-war primary school touches on one of Ingold's 'suite of changes that accompanied the onset of modernity – in the education of posture and gesture'

In David McKittrick’s eloquent description of the primary school scene cited above, a vivid, visual and respectful account is created that presents the body of the pupil in free flow as a poetic phenomenon. At this high-point in english progressive state education, the feet, particularly bare feet, were fundamental to the anticipated exuberance of being alive in the modern school. In McKittrick’s account, a reassuring depiction of freedom, expression and ultimate order and control is transmitted.
Since its inception as a concept by the English New Ideals in Education movement in 1914, new education 'in an atmosphere of freedom' was considered as having physical as well as cognitive characteristics .
 Critique of how children were encased in unsuitable or uncomfortable school furniture or drilled and marched through school yards especially built for that purpose featured in progressive educational discourse during the first half of the 20th century. In an article exploring the progressive image in the history of education, Burke and Grosvenor have noted how the exposed limbs of school children at play or at work was an enduring motif in the representation of the progressive school during the middle decades of the 20th century.
 And at key moments in the history of primary education when a particularly experimental approach to teaching and learning was celebrated by the establishment – as in the recognition offered to Steward Street School in Birmingham by the Ministry of Education in 1949 – the school pupil, alone or collectively is presented through images of exposed limbs and aesthetically pleasing physical poses.
 
In England and —as a result of international visits by designers and educationalists  — later in the United States of America, Australia, Canada, New Zealand and other parts of Europe, the decades from the 1930s to the 1970s saw the image of the school child expand to include and embrace freedom of movement, choice of activities and dispositions of isolated quiet concentration, contemplation and thoughtfulness. This reflected new ways of seeing childhood, education and the built environment that established what came to be called a ‘Revolution in Primary Education’.

Teachers, advisors and others observing children in acts of free expression in the primary school were inspired to spread this practice as it was considered to underpin educational growth and character building more generally. Visual evidence of what was possible in schools powerfully replaced, in the public mind, images of caged or drilled bodies with those capturing children in full artistic expression. A key publication in this respect was  ‘Moving and Growing in the Primary School’  a two volume curriculum guide designed for teachers of physical education published in 1952 and 1953.
 The English Modern dance pedagogue Diana Jordan had been inspired by the approach to dance education made popular by Rudolf von Laban after his exile from Europe and settlement at Dartington Hall in Devon after 1938.
  While the Hadow reports of the 1920s and 30s had signalled a shift in policy towards progressive ideas of child-centred education, it was during the last years before the war that an enthusiasm for the notion of education through the arts became established among international progressive networks. At Dartington Hall, the Elmhirsts had established a progressive educational establishment containing within it a modern dance school, led by the emigre dance pedagogue Kurt Jooss. In a short time, ‘the views on child-centred and holistic education fostered in Dartington Hall ...became the main vehicle for Laban’s modern dance and movement education in schools’.
 In turn, Diana Jordan, whose own book was published just as Laban arrived at Dartington, emerged as the principal exponent of the education through dance and movement in England.
 
In an earlier article, I have argued, that in the immediate post-war world learning to manage freedom was considered essential to the democratic project and was at the heart of the changes envisaged in schools for the young.
  As headteacher Arthur Stone explained in his 'Story of a School' (1949), movement, and especially the quality of movement was a foundation for learning across the primary curriculum as well as an essential component of 'being alive' in the modern school. He explained this in the following terms.
'If you become interested in the quality of how you move, then you go inwards, not out wards, and you find yourself in the world of yourself, and the imaginative world and the world of yourself are one. When you come into drama and into dance you are no longer concerned with an outside purpose, you are concerned with the whole of yourself'

Being concerned with the wholeness of self was for progressive educators at this time an essential purpose of education. Movement and ‘the dance’ were considered not as frivolous additions to the ‘real’ subjects of the curriculum but rather foundational building blocks of these.  In this sense, the bare-footed pupil in the progressive modern school was purposeful and their experience unrelated to climate, to social or economic status but to artistic expression and the discovery of self. 
During the 1940s, Jordan worked closely with Alec Clegg, at that time, working as a young advisor to the Local Education Authority of Worcestershire and through the commissioning work of Senior Inspector of Primary Education, Christian Schiller, saw for herself the bare-footed expressive bodies of children in mime and in dance at the celebrated Steward Street School in Birmingham. The experience of Steward Street School and the influence of Laban’s work with teachers across the country directly influenced the Ministry of Education publication. In Moving and Growing in the Primary School, skilfully and artistically illustrated throughout with closely observed photographs of individual and groups of children, we are led through a discussion about the ways that growth and educational development can be developed through movement and dance. 
Taken as a whole, the images presented in the publications contain such a high proportion of children in extended postures that a cinematic quality is achieved in spite of the limitations of still photography. The last part of volume one devotes thirteen richly illustrated pages to movement as art and drama.
 The message was clear: movement and dance were not to be taken as simply confined to physical education but rather were integral to the development of body, mind, character and the whole education of the child. 
The ideas and practices illustrated in these volumes directly influenced the physical education curriculum elsewhere, such as in Australia and Canada.

Fig 5 from Moving and Growing
‘Being alive’ through movement and dance in the modern school was certainly made visible, as the numerous images promoting the idea demonstrated, but the concept had qualities of intangibility as Ruth Foster explained in her book ‘Knowing in my bones’ designed to entice teachers into embracing modern dance as part of the curriculum. She described dance as '. . . that rhythmical process that we find hard to describe, but which we recognise at once as an expression of vibrating life. Your reaction to the thing is not intellectually or with any kind of critical faculty but primarily because of the sense that it gives you of being alive in a living world’.

The Dance (meaning European modern dance) was potentially revolutionary in the modern school as it engaged with the primary emotions, and with an intelligence ‘not located exclusively in the head but (is) distributed throughout the entire field of relations comprised by the presence of the human being in the inhabited world’.
 It challenged still prevailing notions that the bare-footed expressive dancer, whose body was suffused with rhythm, was a primitive (non-civilised by Western notions) being. 
Stone pioneered the educational force of movement through dance, movement and drama at Steward Street School during the 1940s and later as advisor in movement and dance for the West Riding of Yorkshire Local Educational Authority.
 He was able to show that despite material conditions it was possible for young children to experience the curriculum taught through the creative and performing arts. Bare-footed pupils are pictured in full expression in the illustrated text ‘Story of a School’ 1949. Designers of the Edwardian building which housed the school had hardly envisaged children moving out of their allotted places let alone in such dramatic free expression. Dance advisor Diana Jordan, was acutely aware of the significance of the built environment of school in supporting this new approach to curriculum. She noted the inadequate conditions that teachers, however enthused about the possibilities of movement in the curriculum, were forced to work with in the West Riding region directly after the war. 
'Floors were hardly suitable to movement with bare feet and the shedding of garments... Gymnasium floors often showed the ravages of oiling combined with the grime from neighbouring pits which filled the atmosphere. … Floors were knobbly with protruding knots which had resisted tile washing and channelled with splintery grooves where the wood had succumbed to it. Such was the setting for our great revolution in physical education’.
 
Architects, designing schools in the 1950s and 1960s, were inclined to take seriously considerations of qualities of wood used for hall floors where it was intended that bare feet would be essential in the full experience of the movement and dance curriculum. There is evidence of a determination to empathise with the range of senses engaged by children who inevitably came into contact with the material environment of school. This would include 

‘the shape, colour, pattern and feel of the objects with which [the child] comes in contact – [their] desk, the blackboard, the floor, walls, windows and doors of [their] classroom, each of which will have its own associations for [them].’

There is also evidence in the several Building Bulletins published at this time that they did so.
'Very different forms of movement were taking place in the schools visited . . .there was movement merely to “let off steam”, movement as an expression of children's own ideas, or of stories they had heard, movement related to the training of certain skills; there was also movement related to music, dance, mime and drama’.

Feeling (touching) the material environment through an imaginary identification with a young child, was a strategy of design. The material – designed – environment of education was perceived as a key pedagogical force in an education which emphasised the role of the senses.
Conclusion
Evidence from this exploration of material, social and cultural histories of feet footwork and footwear in the modern school suggests that those parts of the body traditionally regarded as less significant in learning and development have rich, largely unexplored, histories that take us close to the experience of education from the perspective of the pupil, their families and wider communities. Moreover, the condition, comfort and freedom of feet in supporting and promoting artistic expression have at certain times and by certain educators been regarded as crucial elements in a progressive vision of the possibilities of becoming fully human through the education process. Feet and footwear have been significant indicators of social, economic and global inequalities in schooling and the shoed pupil has been a key indicator of national progress on a global scale as well as local status on a national scale. The body of the schoolchild, propelled by expressive feet in dance or at play, was envisaged as at the core of an excellent education by those who sought to design a more humane school and curriculum in the 20th century. The sense of touch experienced by feet, especially bare-feet, was taken seriously by designers of the modern school building where the school floor affording delight was considered as significant as the school window channeling light.

Ingold argues for a reinterpretation of Anthropology that in effect opens up the question of what we understand by the terms materials, materialities and material cultures. His suggestion that we attempt to go beyond materialities and material cultures to really get to grips with what materials are and what they afford or deny is valuable in the development of new ways of considering what we mean by histories of embodied experiences of education. ‘Knowing in my bones’ was a phrase used by Ruth Foster in her study of embodied knowledge achieved through dance which was suggested by Ingold’s illumination of  'wayfaring and the primacy of movement'.
Recognition of the core essence of subjectivity via 'bodily gestures and the flows of sensory experience, rhythmically coupl(ing) action and perception along paths of movement'  has reminded us of the powerful story of Steward Street School and the national and international attention paid by the many visitors to that school to see for themselves those leaping feet propelling the body in artistic expression. Consideration of the feet, footwork and footwear in the history of education produces an alternative grounded narrative that enriches our understanding of the experience of ‘being alive’ in the modern school.
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