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Introduction

In this essay I explore some ways in which, whether we like it or not, school education cannot help but be caught up in the rapidly changing social conditions called the ‘knowledge age’. I begin by briefly outlining two main types of change that are already well advanced. One is a change to the way we think about what ‘knowledge’ is. The other is change to the way we think about what a ‘self’ can be. These two changes are intertwined. I have chosen to take the second of them – the meaning of ‘self’ – as the change I foreground in my exploration of ways in which the Health and Physical Well-being learning area fits with these new ideas of the ‘knowledge age’.  As I hope to show, I think that this learning area, with its three ‘subjects’ of health, PE, and home economics, provides a really interesting case study of how the school curriculum at large might be adapted to meet the learning needs of the ‘knowledge age’. I will make the case that this learning area is appropriately future-focused because of the many coherent learning opportunities, contexts and strategies it uses to explore the ‘self’ in relation to a rapidly changing, complex world.     

A brief overview of changes in the ‘knowledge age’ 

To begin I want to briefly outline the two key changes that have taken place as we have moved from the so-called ‘industrial age’ to the ‘knowledge age’ or ‘knowledge society’. The work of my colleague Jane Gilbert, set out in her just completed book called Catching the knowledge wave? The knowledge society and the future of education in New Zealand, describes the conditions that have led to these changes in detail. I cannot explore the ‘why’ of these changes in my brief essay and I recommend that her book be read in conjunction with the ideas I have developed here. My essay could be thought of as one ‘case study’ of the implications of the complex changes she describes. 

Changes to views of knowledge

Traditionally, we think about and treat knowledge as something we can ‘get’ and ‘store up’. Whether inside human brains, or in books or data files, we think of it as a noun, a product. We get our personal store of knowledge from someone or something else, by studying and thinking hard. It follows that the purpose of learning is to top up the store, with the help of people who know how to structure important knowledge so we store it up as efficiently as possible. In this view school (and indeed tertiary education) are times when we serve a ‘knowledge apprenticeship’ – stocking up until we are considered to have sufficient knowledge funds to be allowed to become ‘expert’ contributors to the ever-growing pool of new knowledge. 

In the ‘knowledge age’ knowledge has changed from being a ‘thing in itself’ to being thought of as the raw material with which we can do things. Rather than being valued for its own sake, knowledge is valued for its performativity – that is, its ability to be used in new and innovative ways to achieve new ends. In this view, new knowledge generation is no longer the preserve of experts who have served a lengthy ‘knowledge apprenticeship’. Students of all ages need chances to be performative – to do things that create genuinely new knowledge. To help them do this they need to learn to take a ‘meta’ level view – to know more about where knowledge comes from, who decides what is worth knowing, and how tacit ‘rules’ of knowledge construction operate in different situations. The recent emphasis on the importance of ‘metacognition’ in learning is one indicator of this shift. Another indicator is the increasing emphasis on learning about the ‘nature’ of a subject – for example the ‘nature of science’ or the ‘nature of history’. 

Part of developing ‘meta’ level understandings is coming to understand how the nature of the language we use shapes the ways we can think and know. An example is the way our thinking is framed by binaries. These are types of opposites – two faces of a coin perhaps – in which one half of the binary is seen to be superior to the other. This ‘other’ in turn represents everything the superior face is not. Many examples are so familiar it seems surprising to think they are value-laden constructions handed down from an old knowledge system. Binaries in frequent use include male/female; mind/body; academic/applied; objective/subjective; rational/irrational; abstract/concrete; and theoretical/practical. In the knowledge age either/or binary thinking is being replaced by more flexible ‘both/and’ thinking. We shall shortly see how this can play out in the provision of subjects that are both academic and practical for example. 

Changes in views of the self

From our European cultural heritage we have also inherited ways of thinking about each individual ‘self’ as a single, unitary entity. We have tended to group many selves together in large common categories that emphasise similarities whilst glossing over or ignoring each person’s unique individuality. In school we have taught a common curriculum to all students, expecting them to adapt to the demands of learning knowledge someone else has selected as being sufficiently valuable to be stored up by everyone who can do so. Quite intentionally, the chosen ‘academic’ knowledge has been expected to be too hard for some students, who have not been allowed to think of themselves as ‘knowers’, and who have been expected to be the compliant workers of the industrial age. Interestingly, Jane has noted a likelihood that changes to views of knowledge will undermine the status of subjects such as science in the school curriculum, which have always been important to this sorting process, unless approaches to teaching these subjects change (Gilbert 2001). We can already see something of this influence at work in subjects such as health, PE and home economics. For example ‘medicalised’ ways of thinking about health and ‘scientific’ ways of thinking about food choices have been superseded in these subjects by approaches that explore a more holistic range of factors involved in making healthy decisions, and that focus more on wellness than on illness.

With the rise of the knowledge age, diversity and difference have come to be valued over sameness and common ways of being. In part this is because of the hunger for a constant supply of new ideas and knowledge – diversity potentially provides new ways of thinking and so is an important source of creativity. In part it is because both knowledge and social conditions are changing so fast that everyone needs to know how to keep learning new things, and how to adapt themselves to ‘be’ a different person in different circumstances. The recent educational emphasis on ‘lifelong learning’ is an indicator of this shift. In part diversity must be valued because many new technologies have ‘shrunk’ the world and we live in much more diverse communities than may have been the case, even in the recent past. The importance of developing competencies for ‘belonging’ has been much discussed in recent worldwide curriculum debates, and is yet another indicator of impact of knowledge age shifts on ideas about the purposes of education.  

Jane begins her book with several stories of ways teenagers have used the ‘disembodied’ context of the Internet to try on new identities and to present themselves as having certain sorts of expertise that would never be granted them by people who can see them ‘in the flesh’. As I was completing this essay I read a newspaper account of the surprise to a live audience at a presentation ceremony when an award-winning web-site, ostensibly conveying the thoughts of a young, single, female librarian, turned out to have been created by a father with a young family
. Such stories are significant because the global reach of the Internet is one way in which new technologies have created the rapidly changing conditions that made the ‘knowledge society’ possible. 

When the social world is changing rapidly, as Jane argues is the case in her new book, our sense of self and of location becomes a critical anchor when considering how best to respond to that change. For this reason I think the ‘self’ is a central concept when teaching any subject that bears on wellbeing. The discussion that follows explores challenges for learning about ‘self’ in a more complex world where each person can have multiple ways of ‘being’ in different places and circumstances. 

The concept of ‘self’ in the Health and Physical Well-being learning area 
Strand A of Health and Physical Education in the New Zealand Curriculum - Personal Health and Physical Development - focuses strongly on the ‘self”. While this focus is implied in the first three aims, it comes directly into view in A4, Personal identity and self worth: 

Analyse attitudes and values and take actions that contribute to their personal identity and self-worth. (In this document, ‘personal identity and self-worth’ includes the ideas of self-concept, self-confidence, and self-esteem) (Ministry of Education 1999, p.8).

The fact that three different ways of thinking about a ‘self’ are included in this aim hints that this word, whose meaning can seem so self-evident to us, is actually quite complex. Nevertheless, the achievement objectives for this aim provide guidance for exploring the diversity that is each one of us, beginning right at the start of formal schooling:

· Describe themselves in relation to a range of contexts (level 1)

· Investigate and describe the ways in which people define their own identity and sense of self-worth and the ways they describe other people (level 5)

· Critically analyse the impacts that conceptions of personal., cultural and national identity have on people’s well-being (level 8)

Support materials for this learning area provide ideas about the relationship between various learning contexts and a sense of self that suggest further layers to this complexity. Here are just three examples:

Being in the outdoors enables each of us to make connections to the environment. This can ground us, enhancing our sense of self and our sense of place (Ministry of Education 2001, p.5).

When they work in contexts that are meaningful and relevant to their everyday lives, students can develop skills and attitudes that increase their sense of self worth and can make healthy choices (Ministry of Education 2002, p. 7). 

Students will investigate and describe some of the ways in which people’s food choices may be linked to their identity and their sense of self-worth (Ministry of Education 2002, p.31)

The learning area of Health and Physical Well-being can help students explore what it means to be one person who has the choice of purposefully and constructively adopting different way of ‘being’ in different situations. Being a ‘student’ is one of these ways of being so I turn next to a brief overview of changes that happen to the ‘self’ when we first learn to ‘do school’.  

Learning to be a ‘self’ at school

Some researchers have argued that the real work of school is the ‘production of persons’(Packer and Goicoechea 2000). At school, and indeed in life in general, we are constantly becoming someone, in a process of learning that is never completed. While children’s education begins from birth, the early years are primarily a time of participatory learning while immersed in the real contexts of life, and in the language that will shape the world for the child. When children first go to school they have to learn a new social position – how to be a ‘student’. One change is that they need to learn to relate to adults in a more impersonal way than they do within their families – although of course they can still go home at the end of the day and ‘be’ a child again. Children also need to learn new ways of naming things in the world – more abstract ways than they may have used in their early childhood years.

Most children quickly learn to construct a ‘school identity’ for themselves because there are very real benefits to be gained from an education. But some resist because there are also real costs. Some of these are costs to students’ identities when only some ways of knowing are sanctioned and rewarded. Packer and Goicoechea (2000) say that part of the cost of becoming a ‘self’ (in the school sense) is learning to live in a world where binary distinctions are ‘real’. The ‘self’ we develop as we learn to do school thinks and learns in a micro-world where the binary categories of mind/body, reason/emotion, though/action become lived realities. This world operates ‘as if’ the mind is a separate thing from the body, and ‘as if’ reason really can be separated from emotion, and so on (Sfard 1998). There are a range of implications concerning the types of learning, and types of learners, who are rewarded in this context. As I now explore, the types of ‘being’ and ‘knowing’ that break down these binary distinctions may well serve us better in the knowledge age.

Psychologists now acknowledge the importance of ‘embodied’ knowledge. We cannot necessarily put all the important things we know into the language that is the product of our rational thoughts. Much that we know is tacit, or triggered by some specific context to which it relates directly (see for example, Claxton, 1999). PE teachers will be well aware of this in the context of students’ awareness of their physical coordination. In home economics it might translate to a gift for creating interesting food using intuitive cooking principles. There are obvious assessment implications here for how we monitor what students know and can do. 

In addition to the importance of these contextually bounded ways of knowing, it is now also widely acknowledged that we cannot stand aside from the influence of our emotions on our thinking and on our learning. To use just one example, in a wide and deep meta-analysis of transfer in learning, Robert Haksell (2001) notes that ‘feelings somehow influence the way we encode, retrieve, relate and transfer information’ (p. 122). He talks about willingness to engage in making links between current learning and other aspects of our life experiences as a ‘spirit of transfer’ that is as much emotional as it is cognitive. Similar comments can be found in research about ‘self-regulated learning’ and about ‘engagement’ with learning (see for example Fredricks, Blumenfeld et al. 2004). These ideas have in common an intention that students will want make their learning their own - that they will develop a disposition to continue learning throughout their lives. As Jane points out in her book, the necessity to do this is one distinguishing feature of discussions about learning in the ‘knowledge society’. 

Both health and physical education provide students with practice in identifying and naming emotions at work in a wide range of situations, including learning situations. Unlike other learning areas where emotions may also be discussed, the specific learning intention is to help students build awareness of ways to manage this important aspect of their self-regulation/self-management in all parts of their curriculum, at all ages of school learning. To illustrate, here are two quite different examples from support materials for Health and Physical Well-being, one focusing on movement, the other on mental health: 

Through movement, students can explore, express, and communicate feelings such as satisfaction, pride, anxiety, and fear. They learn to make decisions about what are safe, unsafe, and risky behaviours associated with physical activities, and they can transfer this learning to a myriad of other situations (Ministry of Education 2003, p.5).

Students will investigate and evaluate the features of the school environment that help members of the school community to develop a feeling of being connected to other people and then take action to enhance one of those features (Ministry of Education 2002, p.30).

Health and Physical Education in the New Zealand Curriculum introduces students to the Maori concept of hauora – a concept of well-being that ‘encompasses the physical, mental, emotional, social and spiritual dimensions of health’ (Ministry of Education 1999, p. 31). Because mind and body are not separated as in the Western European tradition, this aspect of the Health and Physical Well-being learning area provides an opportunity for teachers to help students explore the cultural assumptions that underpin binary thinking. Comparing the holistic view of the nature of well-being provided by the Maori concept of hauora with the more linear cause and effect ‘scientific’ view of ‘health’ can contribute to students’ developing ‘meta’ level understandings of knowledge. In this way, the bicultural contexts of New Zealand’s schools provide rich opportunities for exploring different cultural ways of thinking about ‘self’ and consequently about what it might mean to be ‘well’ in a rapidly changing world.
Learning about ‘reality’ in unreal times 

Traditionally other people have decided on the knowledge that should be learnt at school. We call this body of knowledge the curriculum and the people who already know it is ‘true’ the teachers. New technologies of the knowledge age undermine this status quo. The Internet has made huge volumes of information available via avenues that are no longer regulated by those who have traditionally decided what knowledge is ‘true’. We now need new ways of judging the worth of information, and of deciding which information should become valued as knowledge. In this context, it is important that students learn to develop ‘critical literacy’ skills. 

To do this they first need well-developed ‘functional’ literacy – that is skills of reading and writing basic text. ‘Cultural’ literacy is also important. Jane defines this as developing ‘an understanding of the meaning system or cultural context in which words achieve their meaning’(Gilbert in press). As we have seen, exploring ways in which the self is constructed through language and culture is one way that the learning area of Health and Physical Well-being provides rich opportunities to develop this sort of understanding. But this is still not enough. Critical literacy also involves ‘an understanding of the wider context in which this meaning system develops and changes’ (Gilbert, in press). This would include opportunities to learn about how and why knowledge itself is changing and how our ideas about what can count as knowledge are also changing. 

These ideas are implicit in some of the ways critical thinking is defined in one of the Curriculum in Action resources that supports teaching in this learning area:

· Critical thinking enables students to understand the role and significance of the movement culture and its influence on our daily lives and the lives of people in our community.

· Teachers need to encourage students to question and challenge existing beliefs, structures and practices.

· For students, learning to think critically and take critical action will include learning to identify any inequalities and power relationships within contexts in health education, physical education, and home economics, focusing on how these positions are sometimes reinforced through organisational structures and through certain forms of language. (Ministry of Education 2004, pp.25-26).

While learning to think critically about where knowledge ‘comes from’ can be very empowering and motivating for students, Jane’s book points to a danger that is discussed by philosophers. While we may no longer think there is a one-size-fits-all ‘body of knowledge’ for all students to learn, it is very important that we do not slide into the situation called relativism - where it can be argued that ‘anything goes’. I think this can be a particular problem in health, PE or home economics when we want to be respectful of the different values of other cultures, yet may be critical of some of their practices. (Female circumcision is a good, if extreme, example of what I am thinking about.) 

I think pragmatism – a school of philosophy that has enjoyed something of a renaissance with the rise of the ‘knowledge society’– has useful insights to offer here. For pragmatists, the test of what is ‘true’ or ‘real’ is the consequences of putting knowledge into action (Biesta and Burbules 2003). There is, however, a difficulty that it is important to address. The word ‘pragmatic’ has an everyday meaning that is related to, but not the same as, pragmatism as a philosophical position. For pragmatist philosophers, consequences are to be carefully considered before acting. Both reasoned thinking and available practical knowledge are brought to bear in a disciplined, critical inquiry into what might be anticipated as outcomes of any planned action. This is very different from the ‘going with the flow’ sense of being pragmatic in everyday life.   

The placement of critical thinking within a broader ‘critical action cycle’ can help make the important connection between knowledge and consequences of action for students when they are learning in health, PE, or home economics. Thinking critically about prevailing social conditions was important to the early pragmatists (Menand 2002). And social justice is identified as an important value to be promoted through learning in PE, home economics and health, along with care and concern for other people and the environment, and respect for the rights of others (Ministry of Education 1999, p.34). All of these values, with the accompanying attitudes specified in the curriculum document, direct attention to the consequences of actions and so could form a sound foundation for the development of a pragmatic disposition toward determining what is ‘true’ in uncertain times. 

Knowledge and critical action

In her book, Jane describes the way in which the need for new sorts of workers as a consequence of the industrial revolution provided the impetus for the provision of mass education. What had previously been a privately-funded privilege for the elite was replaced by mass provision, at least of a basic primary school level, of a free education. Workers in the new industries needed to be able to read and write, and to be self-governing in new sorts of ways that made them compliant workers. It was to society’s advantage to ‘produce the persons’ who had these qualities and so politicians were prepared to fund the public schools that soon became a feature of every community. So schools were partly shaped by economic imperatives, and they were structured according to the ‘mass production’ model that was state-of-the-art efficiency thinking at the time
. From this model we have inherited age grouping and timetable structures, as well as ‘quality control’ sorting points of common examinations. These sorting points made, and still make, deliberate use of more abstract forms of knowledge that only some students can master – we call it ‘academic’ knowledge and we privilege to over ‘applied’ knowledge. This is another binary that has been called sharply into question by recent knowledge society developments.  

However, as Jane points out, some of the ‘old knowledge’ that we have traditionally taught is still very important for students to know. Many of the objectives of Strand A in Health and Physical Education in the New Zealand Curriculum specify ‘old’ knowledge that provides important foundations for developing new ways of knowing and thinking. Unlike other learning areas, this curriculum document is not burdened with over-stuffed content that needs to be sorted, prioritised and reduced. I think the most challenging issue related to the ‘old knowledge’ content of this learning area is that some people continue to see the three subjects as ‘not academic’ and therefore as being of more marginal value in the overall school curriculum. In the knowledge age, habitual either/or binary thinking is being replaced with both/and thinking. This type of rethinking would suggest that school subjects need to be both academic and more applied – for all students. Recent research carried out by NZCER has demonstrated how home economics, for example, is in the process of becoming more academic while retaining strongly practical components, and its popularity with students attests to their valuing of this type of combination (Hipkins 2004; Hipkins, Vaughan et al. 2004).     

As we have already seen, the knowledge society literature describes a shift from views of knowledge as a ‘thing’ to be gathered up and stored away to views of knowledge as performative – something with which it is possible to do things that create new knowledge. This is the source of the innovation that is so prized in ‘knowledge economies’. In her book Jane ponders whether we actually want to sign up to changes for this reason – after all much of the ‘innovation’ that takes place seeks to create new markets for more and more consumption. I want to suggest a more sustainable and positive reason for encouraging students to experience the performativity of building new knowledge as they carry out authentic inquiries into issues and questions of genuine interest and value to them. The experience of building knowledge that leads to action and change, especially when this change is linked to the sorts of attitudes and values specified in Health and Physical Education in the New Zealand Curriculum, is potentially very empowering for students. And this is precisely the type of activity that is specified in the learning area’s idea of a critical action cycle. 

Jane also comes to the conclusion that the use of authentic inquiry should be a key learning strategy if we are to begin successfully educating students for the ‘knowledge society’. This idea is not new. John Dewey, one of the early American pragmatists, was an early advocate of inquiry learning. Unfortunately, its use still seems to be more the exception that the rule in the curriculum at large. In a review of the uses to which knowledge is put in the school curriculum (which he calls the ‘knowledge arts’) the American educator David Perkins rates actually using knowledge as a ‘D’ on a scale of A-D (Perkins 2004). The examples quoted in the following sections illustrate the wealth of ways in which this idea of authentic inquiry can be integral to learning in health, home economics and PE. Taking critical action inevitably leads students to involvement in social issues. And social issues are also political at some level. It is not possible to critically consider where knowledge ‘comes from’ without considering some aspects of societal and political power structures. These are issues I turn to next.

The ‘self’ in social contexts of learning

An important point of difference between the politics of the ‘right’ (so-called liberal politics) and those of the ‘left’ (so-called communitarian politics) is the view they take of the relationship between individual ‘selves’ and the wider society within which those selves live. Margaret Thatcher was famously said to have claimed ‘there is no such thing as society, only collections of individuals’ (or words to that effect). The industrial revolution was part of a wider revolution of thinking that included the move from the feudal system to the concept of ‘free’ individuals – that is the move to liberal political theory. Not surprisingly, just as individual workers were set adrift of the manorial system to become responsible for their own fate, so schooling emphasised individual effort and responsibility and downplayed the social. In the large classes mass teaching took a very behaviourist form – the teacher ‘told’ and the student ‘learnt’ (or not). It has been very hard for us to shake off the assumptions that lie behind this ‘transmission’ model of teaching that arose in mass schooling. 

In many respects, what we have here is another binary – one that says the ‘self’ can be separated from the ‘social’ just as the body can be separated from the mind. As you might expect, in view of the arguments outlined above, new ways of thinking about the ‘situated’ nature of knowledge and of the self dispute this. Sociocultural theorists take the view that the individual is constructed in a web of relationships with other people, the natural word, and with the technological artifacts of our built world. It is the sum of these relationships that in complex and shifting ways determines who and what individuals can be and do at any given time - each of us can experience varying ways of being a ‘self’ at differing points of intersections in these webs of connection. In her book, Jane suggests that learning to manage our differing ways of ‘being’ in different situations should be an important aspect of education for the knowledge age. This sort of self-awareness is particularly evident in one of Curriculum in Action Resource called Making Connections:

When students are in touch with their community and culture and are confident about their own identity, they can develop the resilience to keep reaching out and making connections to other people and to new ideas, even when this is challenging (p. 6).

Health development is supported when young people have positive connections with many social environments including family and whanau, peers, community, school, training, tertiary education and work. Teachers can encourage students to make these connections (p.7). 

Sociocultural views of learning

What can the sociocultural view add to our understanding of the complexities of school learning and new ideas about knowledge? Jay Lemke, an American linguist, began a recent article with the old saying ‘it takes a village to raise a child’. He went on to draw a rich picture of learning as something that is socially situated, even when we perceive the child as a separate and distinct self at the heart of the process:

As we learn, we gradually become our villages: we internalize the diversity of viewpoints that collectively makes sense of all that goes on in the community. At the same time, we develop values and identities; in small tasks and large projects, we discover the ways we like to work, the people we want to be, the accomplishments that make us proud. In all these activities we constantly need to make sense of the ideas and values of others, to integrate differing viewpoints and desires, different ways of talking and doing. As we participate in community life, we inevitably become in part the people that others need us to be, and many of us find out efforts unsupported or even strenuously opposed by others (Lemke 2002, p.34). 

The idea that we ‘become the people others need us to be’ resonates with Packer and Goicoechea’s idea of school as a site for the production of persons. But Lemke goes on to develop a different sort of challenge about learning. He points out that ‘learning only has value if it lasts long enough to be put to use’ (p.36) and we know very little about changes in behaviour that accumulate over years, rather than minutes or hours. He challenges the idea that the learning ‘self’ can become a meaningful participant in societal activities simply by emulating them. In fact, he says, many types of school learning are a ‘bridge to nowhere’ (p.37) because they are too different from activities that take place in the world outside school
. Lemke strongly critiques the school practice of teaching ‘content’ when what we should be doing is actively supporting students to become the people they aspire to be – to develop identities that will last well beyond school. ‘Identities are not phenomena of the moment or the hour. What matters to the formation of an identity is activity that is reinforced over the long haul, and fairly frequently’ (p.41). Lemke says such activities need to: integrate school and outside-of-school experiences; build character; help students understand how our communications media and technological artifacts shape our cultural views; and explicitly teach students how to read, talk and write in the various multimedia modes of communication relevant to specific disciplines. 

That’s quite a list! And it’s a long way from the ‘content knowledge’ focus that most people currently think of as constituting the school curriculum. Examples of learning opportunities for experiencing the types of activities identified by Lemke can be readily identified in Health and Physical Education in the New Zealand Curriculum, and in its supporting documents. To take just one point – the curriculum document exemplifies learning through inquiry into the influence of communications media on a range of aspects that contribute to our views of self when it specifies that students can learn through: 

· Critically examining the social and cultural influences that shape the ways people learn about and express their sexuality, for example in relation to gender roles, the concept of body image, discrimination, equity, the media, culturally based values and beliefs, and the law (p.38).

· Developing the skills to identify and discuss the social and cultural significance that sport has for individuals and for society, for example in relation to attitudes, values, specific practices and their effects, and media influences (p.45).

Social determinants of health and healthy schools

One potentially challenging aspect of ‘pure’ liberal political philosophy is that an individual can be held responsible for what happens to them, regardless of relevant external circumstances. We sometimes hear this rehearsed as the ‘level playing field’ argument. At the other extreme, it might be suggested that individuals are powerless in the face of overwhelming social forces. Here again a move to ‘both/and’ thinking provides one way of rethinking these extremes. In this way of thinking we need students to take individual responsibility for their learning and we need society to support these efforts as best it can. It’s not a question of either/or but a question of finding the best way to integrate and balance both. We could look at this as another example of moving past binary thinking – as indeed many theorists would say we need to do in the ‘knowledge society’.

Health and Physical Education in the New Zealand Curriculum provides rich opportunities to develop understandings of ways in which both/and thinking might apply to wellbeing. Strand D of the curriculum document, which is particularly relevant here, specifies four broad aims to be developed at every curriculum level: societal attitudes and beliefs; community resources; rights, responsibilities and laws, and people and the environment. The theoretical idea that ‘social determinants’ impact on health and wellbeing forms the basis for critical inquiry in a range of contexts in all three subjects of this learning area. Such determinants can be personal (age, gender, genetics), lifestyle related (diet, exercise), economic (socio-economic status), cultural (spiritual, values), environmental (access to clean air and water), political (housing policies) and social (access to transport, work conditions, social support to name just three)
. Clearly the list of examples could have been much longer. They suggest a rich range of inquiry contexts for older students, including these examples drawn from Making Meaning Making a Difference: 
Critically analyse the relationship between key determinants of health and the drinking patterns of an identified high-risk group in New Zealand society (p.36).

Critically analyse the interrelationships between people, industry, technology and legislation that affect the nutritional health of  population (p.97).

Critically analyse societal attitudes and practices that shape the physical activity patterns of a society (p.71).

Health and Physical Education in the New Zealand Curriculum also specifies ‘health promotion’ as an ‘underlying concept’ that supports the ‘framework for learning’ in this learning area (p.30). This is defined as ‘a process that helps to create supportive physical and emotional environments in classrooms, whole schools, communities and society’ (p.32). Health promotion initiatives can provide students with rich opportunities to develop their personal ‘action competence’ as ‘personal skills that empower them to take action to improve their own well-being and that of their environments’ (p.32). The following examples illustrate how such initiatives can help build the performativity that Jane’s book suggests is so important as an outcome of education for the knowledge society. They have been chosen to illustrate how critical inquiry that leads students to take health promotion initiatives can apply across a range of levels of schooling:

Develop and implement a plan to improve an aspect of the school or local environment (Ministry of Education 1999, p.9, years 4-6). 

Plan and implement a programme to enhance recreational opportunities for their school community (Ministry of Education 2001, p.13, years 7-8).

Investigate and evaluate messages about food that are accepted in the school community and take action to encourage healthy choices that reflect a range of cultures in the school’s community (Ministry of Education 2002, p.31, years 9-10).

Plan and implement appropriate critical action to address an issue in a way that reflects their sense of social justice (Ministry of Education 2004, p.37, years 11-13).  

Mind, memory, and connectivity  

In his article already quoted, Lemke also discusses the situated nature of ‘memory’ in a way that raises an interesting critique of both mind/body and personal/social binary thinking. His ideas, in common with those discussed in Jane’s book, challenge the commonly held view that memory is primarily a personal possession and that the memory is a part of the brain – a sort of library of ideas and recalled events kept inside the head. Drawing on recent neurobiology research Lemke describes the process of remembering how to get to a place he has not visited for long time:

 ..memory is not something stored like a map or picture in my brain, but is a partial recreation of my perceptions and actions, of a prior experience of being in a place and moving through it. Remembering is a process that takes place in a system that includes both me and some parts of my physical environment. Retracing my steps from years ago with recognition of the streets is one aspect of the whole complex activity of ‘walking there’, in which my brain, my muscles, my eyes and the streetscape itself are all participants (Lemke 2002, p. 39-40). 

Conceivably ‘remembering’ in this situation could also include drawing on recalled thoughts about other people and their actions in that setting. So once again we come back to a view in which there is no distinct separation between mind and body, or between personal and social, or even the ‘natural’ world and the social. In her book, Jane also explores the shift in emphasis from individual to connected modes of thinking. In the ‘knowledge society’ the work of teams is valued because creativity and innovation are known to flourish where people share ideas and actively create new knowledge in the ‘spaces’ that open up between them as they interact. In this view, new knowledge gets created when minds are connected to other minds, and to other things.

Health and Physical Education in the New Zealand Curriculum places a strong emphasis on the development of social and co-operative skills, emphasising the development of these as an ‘essential component’ (p.49) of this learning area. While the aim of developing these skills is not unique to PE, health and home economics, the emphasis on aspects such as shared inquiry, communication skills, self-awareness, and values that highlight impacts of actions on others, collectively provide a coherent and comprehensive basis for helping students achieve this aim.    

Learning for an unknown future

Most of the ideas I have introduced in this article address known issues and challenges for learning in a rapidly changing knowledge society. But how can we plan for skills and knowledge students should learn in order to cope in future conditions we cannot even conceive? Ronald Barnett (2004) has recently suggested that the development of ‘the human being as such’ (p.255) is the best way to address this dilemma. He points out that there are certain dispositions that seem to equip some people better that others to cope when the unimaginable is happening to them. He lists these dispositions as carefulness, thoughtfulness, humility, criticality, receptiveness, resilience, courage and stillness. We have already seen that learning in the area of Health and Physical Well-being explicitly supports the development of criticality and thoughtfulness and it is not hard to see how the other dispositions could also be fostered, especially when learning through critical inquiry and action. By choosing the middle sentence of this next quote for the discussion above, I have already illustrated that some materials that support learning this curriculum area explicitly link resilience to personal wellbeing. 

Current research….shows that students who are able to connect to their family, friends, and other people, such as teachers, develop resilience and are able to cope with adversity more successfully than those who feel a sense of isolation. When students are in touch with their community and culture and are confident about their own identity, they can develop the resilience to keep reaching out and making connections to other people and to new ideas, even when this is challenging. Students who are resilient and make such connections are prepared to meet life’s challenges, supporting others and accepting help when necessary (Ministry of Education 2002, p.6).
In his article, Barnett also discusses the means by which we might change our pedagogy to better educate ‘human beings as such’. He suggests a move away from teaching knowledge that is certain and settled towards teaching that facilitates more explicitly meta-level learning – that is learning how knowledge comes into being, how aspects such as ‘truth’ and ‘quality’ are determined in different disciplines, and so on. He also suggests a move away from traditional developmental ideas in which students progressively acquire more and more knowledge (as ‘stuff’), towards the situation where what is learned is transformative – that is our new insights change our ‘being’ in the world in personally meaningful ways. The famous American educator John Dewey also argued that learning should be a transformative experience but people are still talking about how to make it so, years after he died. In her book on the knowledge society Jane Gilbert comes to similar conclusions.

In conclusion

I have come full circle in my discussion. I have made the case that students’ ‘selves’ should be a very important focus for their school learning if they are to cope in the knowledge age with a sense of wellbeing that allows them to contribute positively to a diverse and rapidly changing society. I have suggested challenging traditional binary thought, for example through a move to ‘both/and’ thinking, and towards a more holistic view of self and of wellbeing. I have advocated providing students with learning that is both practical and academic, and that demands both the taking of personal responsibility and appropriate social support. Authentic inquiry, especially when underpinned by challenging intellectual concepts such as social determinants of health, whilst also backed by practical, critical action can meet this demanding set of specifications. While such inquiries need not be limited to this learning area or the three subjects discussed here, I find it interesting that they are already specified so consistently and clearly the curriculum itself, and in the supporting documents for the overall learning area of Health and Physical Well-being.   
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� The article was titled Chicklit blogger’s a bloke, and was published in the Dominion Post Weekend Edition, Saturday-Sunday, November 13-14, 2004.


� This is sometimes referred to as a ‘Fordist’ model, after Henry Ford, the car manufacturer.  


� In this article, as in previous writing, he is especially critical of secondary school science teaching. 


� This development of the idea of social determinants is based on the work of the World Health Organisation, as published in Wilkinson, R. and Marmot. M. (eds) (1998). Social Determinants of Health: The Solid Facts.  Copenhagen. World Health Organisation Regional Office for Europe.
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