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Teaching'health’ in physical educationina‘heglthy’ way
Abordar la «salud» en la Educacion fidca de forma «saludable»
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Universty of Edinburgh

Abstract. In many countries around the world, the subject of physicd education (PE) is explicitly and directly responsible for the health education of
children and young people. However, although the official policy texts for each curriculum describe health in a holistic way, referring to the
development of mental, socia, emotional as well as physical wellbeing, we highlight concerns that a more prevailing ‘hedthism’ discourse relating
primarily to fitness and physica wellbeing is influencing the way the PE curriculum is both interpreted and delivered. Consequently, this paper begins
by offering a Foucaultian anaysis of the hedlthism discourse that exists within the context of PE in order to provide a more in-depth understanding of
the ways in which it is formed, reinforced and how manifests itsdlf in the day to day practices of teachers and the experiences of the learner. From this,
we explore the ways in which a broader form of PE might be delivered, a form that places the learner, and the needs of the learner, firmly at the heart
of the teaching and learning process. Self-Determination Theory is presented as a useful framework to understand how this might be achieved. The
paper concludes by suggesting that there is a need for researchers to work collaboratively with teachers in order to understand their practice and how
this impacts on student experience. Such research is important if schools and PE teachers are to congtruct a more holistic view of hedth and ultimately
enhance their teaching, learning and student hedlth and wellbeing.
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Resumen. En muchos paises de todo € mundo, la asignatura de la educacion fisica (EF) es explicita y directamente responsable de la educacion para
la sdud de los nifios y los jovenes. Sin embargo, aunque € texto oficial minigerid para cada plan de estudios describe la sdud de una manera holigtica,
en referencia al desarrollo del bienestar mental, social emocional, asi como, fisico, resaltamos la preocupacion de que un discurso de saud mas
generalizado relacionado principamente con la condicion fiscay d bienestar fisico esta influyendo en la forma en que @ plan de estudios de EF es ala
vez interpretado y ensefiado. En consecuencia, este documento comienza ofreciendo un andiss foucauldiano del discurso sobre la salud gue existe dentro
del contexto de la EF con € fin de proporcionar una comprension més profunda de las formas en las que se forma, refuerzay  como se manifiesta en
¢ dia adia en las précticas de los docentes y las experiencias de los dumnos. A partir de esto, se exploran las vias en que una vison més amplia de la EF
podria ser propuesta, una vision que sitlla d dumno y sus necesidades firmemente en € centro del proceso de enseflanza y aprendizgje. La Teoria de la
Autodeterminacion se presenta como un marco Uil para entender como esto puede lograrse. El articulo para concluir sugiere que hay una necesidad de
que los investigadores trabajen en colaboracion con los profesores, a fin de comprender su préctica'y como esta repercute en la experiencia de los
estudiantes. Este tipo de investigacion es importante para que las escuelas y los profesores de EF sean capaces de condiruir una vison més holigtica de
lasdud y en Ultima ingancia, mgorar su ensefienza, € aprendizgje, y la salud y bienestar de los alumnos.

Palabras claves. Educacion Fisica; salud y bienestar; discurso sautismo; teoria de la autodeterminacion.

Introduction people. In England, for example, theNational Curriculumwasrevised

) ] with* hedlthy, activelifestyles now aprominent festureof theCurriculum

In many developed countries around the world, schools and in for PE (Harris& Legget, 2013). In Scotland, PE formspart of acollective
particular PE departments, are viewed as logicdl siteswherechildren  4ongside physical activity and sport and is subsumed by the term
and young people can be provided with opportunities o engage in - hegith andwellbeing'. Thiscurricular areahasbeengivenacentral role
physicl activity, and develop therr understanding of waystoleed a  ithinthecurriculumasacoreareact leaming. Thekey aimsof heslth
hedthy and activelifestyle. Thislogicisdirectly associated with global andwellbeing, and thereforethekey aimsof PE, areto devel op students
health concems about the prevalence of chronic conditions such & «knowledgeand understanding, skills, capebilitiesand attributeswhich
cardiovascular diseaseand other mgor hedthrisksrelated to sedentary they need for mental, emotional, social and physical wellbeingnow and
lifestyleand obesity (Cdle, Harris& Chen, 2014; Johns, 2005). Indeed i the future.” (Scottish Government, 2009, p.1). In countries such as
Horrell, Sproule and Gray (2012) describehow ‘ supranationd bodies Australia, New Zedland and Canada, the subjects of PE and Hedlth
such as the Europeen Union and the World Health Organisation have g cation have been brought together to form what is now known as
emphasised the socidl and economic importance of addressing health  Herith and Physical Education (HPE). Here, PE teachers are tasked
issuesrelatingtoinectivity. Governmentscannotignoresuchpowerful - yith the responsibility of delivering a Health curriculum intended
messages about health and many, including the UK, Canada, New  gyecifically to address government concern for ‘at risk’ students
Zedandand Austrdlia, have developed anumber of sralegiesthaam  (Burrows, Wright & Jungersen-Smith, 2002). However, athoughall of
to promote and improve health and wellbeing within thewider S0Gid - thege curricula present policy text thet reflect hedlth in aholistic way,
context and, more specificaly, within the school context. Theresult of referring to the development of mentdl, socid, emotiond as well as
this is that the subject of PE hias now become synonymous with the pysical wellbeing, there are some concems thet a more prevailing
terms health and wellbeing and is the primary resource for the - pegithigm discourserdating primerily tofitnessand physical wellbeing
development of student knowledge, understanding and awareness of  jsinfluencing theway thecurriculumishbothinterpreted and defivered.
issuessurrounding health. Thisisperhapsunsurprising giventhepowerful messagesthetindividuals
For those PE teacherswho have long felt margindised withinthe  y0 inundated with each day about an obesity epidemic, the perils of
education community, driving government policy providesanexciting  sedjentary behaviour and increasing mortality rates Coupled with this
opportunity to raisetheprofil_eof theprof_on(MacLeen, Mulholland, 4 daily images projected by the media about the value of being fit,
Gray & Horrell, 2015). L eadingthepublichedlthagendaoffersPEmore  |ooking fim and developing theideal body. Unfortunetely, discourse
legitimacy and the opportunity to focus both the curriculum and iy focusesonthebody intermsof* being healthy and, moreworryingly,
pedagogy towardsmuch dearer, tangibleand publically endorsed goals. | goking! healthy; and thewaysinwhichindividualsshould look after
Indeed, in many countries around the world, PE now isexplicitly and their body inorder to* bel or ‘look’ hedlthy, hasthe potential toinfluence
directly responsible for the health education of children and young  hoth what is taught in PE and how it is taught. When PE teachers
uncriticaly accept and reproducethishedthism discourse, it canresult

Fecha recepcién: 30-09-14- Fecha envio revisores: 30-09-14- Fecha de aceptacion: 15-11-14 inavery narrow form of PE, onethat focusseson developing skillsand
;’;',ﬁfy’,g?;yay@m.uk practicesthat primarily aim to promote physical activity participation
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for theimprovement of physical hedlth. Thismay teketheform of aPE
curriculum that isdominated by activities such asjogging or fitnessto
music, andindudepracticessuch asmonitoring energy expenditureand
cdorificintake. Whilst many paliticiansand academicsmay cdl for this
form of PE, weview it ashighly problematic. It ignoreswhat it means
to be physicaly educated and neglects the explicit development of
other formsof hedlth and wellbeing, for example, emotiond or menta
wellbeing. Perhgps more worryingly for some students, this narrower
focus on physical hedlth may even lead to PE experiences that are
antithetical to hedth, for example, thedevel opment of low self-esteem,
poor perception of body image, andin extreme cases, the deve opment
of egting disorderssuch asanorexiaor bulimia(Evans, Rich & Holyroyd,
2004; Rich & Evans, 2005).For example, withafocusonfitnessandthe
body in PE, some studentsmay begin to seeexercise assomething that
hes to be done to regulae their ‘hedth’ or maintain a ‘hedthy’ or
‘normal’ weight. They may then experience feelings of guilt or
embarrassment if they areunableto meet therecommended amount of
exerciseor maintaina‘ normal’ weight, fedingscanbeintensfied by the
mord judgementsof others.

Consequently, this paper will begin by offering a Foucaultian
andysisof the hedlthism discoursethat existswithin the context of PE.
Thiswill provideamorein-depth understanding of thewaysinwhich
it is formed, reinforced and how it manifests itsdf in the day to day
practices of teachers and the experiences of learner. By understanding
thenatureof thisdiscourseand how itisenacted withinthe PE curriculum,
individuas are better placed to critically analyse, question and reject
such narrow notionsof hedlth. Inthisvein, research that hesexamined
critical pedagogy in the ddlivery of more a socialy aware PE will be
described. Importantly, werecognisethet critical pedagogy aonecannot
deiver aformof PE that promotesmoreaholistic conception of hedth.
Thesubject of PE, evenwhendosdly or directly assodiated with‘ hedlth’,
hasmuch moreto offer than simply educating individua sabout how to
be‘hedthy’. Wearguetheat PE is, and should, be fundamentally about
learning, performance and improvementsin performance and thet this
can be achieved in an environment that also promotes positive hedth
andwellbeing. Taught well, learningin PE can berichand diverse, and
individual studentscanengageinawiderangeof experiencesassociated
with, for example, motor skill acquisition, gameunderstanding, problem-
solving and, cooperating and competing. Importantly, such skills,
knowledge and competences can be developed within a learning
environment that aso promotes student wellbeing. Consequently, this
paper will examinethewaysinwhichabroader, morevaried form of PE
might beddlivered. A form that placesthelearner, and the needs of the
learner, firmly a theheart of theteaching andlearning processtoenhance
their socid, emotiond, menta wellbeing aswell asphysica wellbeing,
and to enhance their learning in and through various physical activity
and sports SAf-Determination Theory (Ryan& Deci, 2000) ispresented
asaussful framework to understand how thismight beachieved. This
is a theory of persond growth and motivation tha highlights the
relaionship betweentheneedsof thelearner and thewaysinwhichthe
learning environment created by theteacher stimulates(or thwarts) the
learner’s motivation, persona development, learning and wellbeing.
The paper concludes by suggesting that thereisaneed for researchers
towork colleboratively with teechersin order tounderstandtheir practice
within the PE context and how this impacts on student experience.
Suchresearchisimportant if schoolsand PE teachersareto congruct a
more haligtic view of hedlth and ultimately enhance their teaching,
learning and student hedlth and wellbeing. In short, this paper seeksto
examine the ways in which PE can promote learning and enhance
student hedlth and wellbeinginainamuch ‘ hedthier’ way.

Healthism discourse and policy interpretation
The extent to which PE nurtures children and young people more

holigticaly will often depend on how teechers conceptudise the links
between PE and outcomes relating to socia, emotiona and menta
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wellbeing. Teachers do not engage with palicy text as naive readers,
they come with history, experiences and values of their own which
enable them to contest, adopt or adapt the policy text (Ball & Bowe,
1992). Therefore, palicy writers cannot fully control the meaning of
their text asit entersinto thefield. Text isinterpreted and recrested and
subject to ‘interpretation, dippage and contestation’ (Ball & Bowe,
1992, p. 98). Teachers understandings are inevitably influenced by
those within wider society and the cultura context within which they
livetheir lives. Consequently, although many PE curriculaaround the
world provideteecherswithabroad remit whereteachersareencouraged
to plan learning experiences which encompass socid, emotional and
menta agpects of wellbeing aswell as physica aspects, it isnot clear
how teechers’ interpretations and understandings of policy text dign
with this. Thisisimportant to know, particularly at atime when there
ismuchsocietd and governmental pressureon PE teechersto play their
part in promoting physica activity participation and preventing an
obesity crigs(Horrdl et d., 2012)..

Miche Foucault'stheoretica worksaround theconcept of discourse
prove useful in understanding the intersections between policy
formation, teechers’ understandings of policy and their practice and
illustrate how teachersmay be, or are, influenced by dominant societal
discoursesasthey conduct their day-to-day teaching practice. Foucaullt
(1973) defines discourses as sets of “truths’ inherently linked to dense
networks of power embedded within society. This ' net-like' power is
condgderedtocirculateinal relaionshipsand a dl societd levelsrather
than being projected centrally (Foucault, 1980). Knowledgeand ‘ truth’
therefore dwaysarise out of power strugglesat every leve of society,
athough some groups or ingtitutions within society (for example
government) can becomemoredominant and exert moreinfluenceover
others(Danaher, Schirato, & Webb, 2002). AsFoucault (1980) explains:

‘Each society hasitsregimeof truth, its* generd politics of truth:

thet is, thetypes of discoursewhich it accepts and makesfunction

astrue; themechanismsand ingtanceswhich enableonetoestablish
true and fd se statements, the means by which each is sanctioned,
thetechniquesand proceduresaccorded val uein theacquisition of
truth; the status of thosewho are charged with saying what counts

astrue’ (Foucault, 1980, p. 131)

Consequently, socialy constructed ‘truths have the potentid to
influence peoples’ perceptions of redity and can be accepted by them,
even when they bear no relation to the objective correctness of the
statement (Hall, 2001). Additionally, just as power can produce
knowledge, it can aso be produced by knowledge. Thesebidirectiona
processesenableand ddimit aressof knowledgeandinguiry andgovern
what can be said, thought and donewithin those arees. In other words,
knowledgeand power combined within discoursehavethe potentia to
control people’s beliefs and actions, creating a form of manipulated
behaviour whereindividua sdefinethemsdvesin particular ways(Evans
& Davies, 2004). For example, discursivecreationswheretruthslinked
to scientific principles, practices and ideas about, for example, hedth,
diet, exercise and wellbeing have the power to make people believe
certain‘truths about thebody and regulatetheir actionsaccordingly. As
individuastakeup andinvest inthenormsthat areespoused by experts,
and supported/disseminated through government policy and the me-
dia, they then sdlf-regulate themsdl vesfor the sake of their own hedlth
and saf and for the ske of society.

Building onthistheoretica framework, Foucault (1978) developed
the concept of biopower to explain how government policy canbeused
toexert knowledge/power in order togovernand condrainindividuas.
Biopower isexercised when specificdiscourseor  truths' aregenerated
and gppliedtogovernandregulatepeoples bodies regulatingtheconduct
of largenumbersof people, wholestatesor populaions(Danaher et d.,
2002). Thisisevidenced in theincreasing pressures on PE teachersto
ensure children are (and remain) active, pressures that have derived
fromtheubiquitousconcernsabout thephysica hedth of young people,
particularly in relation to declining physica activity participation and
obesity. Policy makers and PE teachers are provided with ‘expert’
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knowledge and statistics outlining how unhealthy, inactive and
overweight people are and warned of the implications of this. Policy
documents and initiatives are then devel oped in an atempt to increase
physica activity levelsand improvethe quality of PE provison (Cae
e d., 2014; Scottish Government 2003; 2008; 2010). Such forma
documents, alongsideinforma and popular information, influencethe
waysthat peoplethink about health and havethe potentid to influence
their ‘hedth’ behaviours. Furthermore, they provide prescriptive
guiddinesto shapetheway people, including school-aged children, live
their personal lives. For example in Scotland, young people are
encouraged to partakein physical activity for at least 60 minutesaday
and schools are encouraged to provide them with at least 2 hours of
quality PE every week (Department of Heslth, 2011; Scottish
Government, 2004).

Worryingly, there is some evidence to suggest thet this dominant
hedlthiam discourse, combined with the pressures to respond to the
obesity ‘criss may aso be influencing the way thet PE teachers
understand therole of PE in relation to heelth and the body (Horrell, et
d., 2012). Within aculture of hedthism, hedlth isnarrowly defined as
solely aphysical concept and thereislittle room for broader and more
holigtic conceptions of what it means to be a hedlthy individud. For
example, hedth is often considered to be achieved unproblematicaly
throughindividua effort and disciplinedirected mainly a regulaing the
size and shape of the body (Crawford, 1980; Kirk & Colquhoun,
1989). Thereisaso an underpinning mord imperativeto thediscourse
that suggestsitisboth unhedthy andwrongto deviatefar fromtheidedl
physique (Lee & Macdonadd, 2010). A hedlthism discourse therefore
linkstotheneo-liberd principlethat all membersof asociety shouldbe
responsibleindividua swholook after their bodiesso they can contribute
effectively to society as awhole. Indeed, research evidence suggests
that both adultsand young peopleinterndisethetenantsof ahedthism
discourse by considering health primarily as the individual’s
respongihility tobaanceenergy inand out by egtingthe’ good’ food and
doing the ‘right’ amount and type of activity, judging their success
based on their external body image (Johnson, Gray & Horrell, 2013;
Wright, O’ Fynn, & Macdonald, 2006). The desire and ability to self-
monitor is explained through the concept of surveillance (Foucaullt,
1977). Here, individua s are constantly exposed to ideas about whet is
right and wrong, good and bad including what to egt, how much to
exercise and what comprises anvtheir ‘ided’ body. This ‘knowledge
cregtesand even condiitutesaformof surveillancewherethoseindividuels
under surveillancefed congtantly awareof observationsand eva uations
and modify their behavioursaccordingly (Webb & Macdonad, 2007).
Importantly, such‘ gaze' becomesinternaized andiseven moreeffective
in the form of sdf-surveillance (Danaher et d., 2002). Worryingly,
within such acontext of scrutiny from othersthereispotentia for those
overweight or obeseto bestigmati sed and ostraci sed by societd members
due to both their externd ‘deformation’ and their perceived deviant
persond traits (Goffman, 1969).

Within the physical activity and sport domains, there is dso a
tendency for individuasto associate their body weight and shepewith
gporting successand athleticismwhich they inturn correlatewith being
hedlthy (Pgpathomas& Lavalee, 2010). Supporting thisview, Garrett
and Wrench (2012) found that student teachers of PE, taking about
hedlth, prioritised physica aspects with little or no mention of socid,
emotiond, cognitiveor iritua dimendons Therearethereforeconcerns
that PE teechersbdlievethat healthisachieved soldy through engaging
in vigorous exercise and that it is exemplified in the Size of the bodly.
Thisinturn, may leadtovery limitedand even‘ unhedthy’ practicesfor
hedlthwithin the context of PE (Lee& Macdonad, 2010). Whenthere
isadigproportionate focus on the physicaity and physica appearance
of the body, the socid, emotiona, mental and physical wellbeing of
young peoplemay benegatively impacted upon asindividuasstriveto
achieve the ‘ided’ body and the ‘ided’ vision of hedth. Implicated
strongly within a hedthism discourse, therefore, are ideas around the
body and bodily appearance, which not only impact on the practice of
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PE teachers, but aso on the waysin which the PE teacher evaluates,
monitors and morally judgestheir students.

The body is symbolic within society, often representing an
individua’sworth, hedthand character, judged according tother outward
appearance (Bourdieu, 1984; Goffman, 1969). Particular meanings
associated with thebody influencehow peopleare categorised, labdled
and positioned socidly (Shilling, 2003). Indeed, evenwithineducationd
and hedth settings, thereisevidenceof anti-fat biasamongst professonas
(Garett & Wrench, 2012; Peterson, Puhl & Luedicke, 2012). For example,
in Scotland, researchers found that some teachers mordly judge their
pupils based on gppearances (Windram-Geddes, 2013). Teachers in
thisstudy werefound to label overweight pupilsaslazy, reprimanding
them for refusing to participate. Such judgements are dso mede by
young peoplethemselves. For example, research with adolescent girls
in Augtraliademonstrates how the participants considered overweight
individuasasugly, wesk and unworthy (Garrett, 2004). Certainpractices
and bodiescan therefore become classed asgood, bad, right and wrong
cregting potential for overweight childrenor their parentsto belabelled
lazy, irresponsibleand * couch potatoes (Evans, Evans, & Rich, 2003,
Wright et d., 2006).

Whilst teaching within hedlth and wellbeing issupposed toimpact
positively onstudents’ holistic hedlth, for some children such practices
within the domain of PE may have the potentid to do the opposite. A
significant problem with policy reform placing great emphasis on
improving thehedthandwellbeing of children, young peopleand adullts,
particularly if interpreted as physica wellbeing, is thet the principles
that such policy is governed by are often thinly disguised stetements
about what we should est, not eet and how much exercise we should
engagein and consequently, what congtitutesahealthy body (Burrows
& Wright, 2007). Of course, such policies are not bad things, they
provide PE teachersand thoseinvolved in physica activity promotion
with opportunitiesto engage children and young people with physical
activity that can enrichtheir lives. However, theworry isthat they may
insteed frame PE and physical activity asrepressiverituasthat people
must do in order to be ‘good’ people whilst over-emphasising the
importance of bodily appearances. Consequently, students may learn
to see food and exercise as something to be surveyed and monitored
rather than Smply enjoyed and physicd activity may, in some cases,
loxeitsintringc worth and instead become atool to cultivate theidedl
body (Burrows & Wright, 2007).

Healthism discourseand PE pedagogy

Undergtanding hedthand PEintermsof incressing physicd activity
levels to achieve a certain body shape, one that is dim, ahletic and
reflectsthe‘ hedth’ of theindividud, has seriousimplicationsinterms
of what istaught in PE and how it is taught. For example, within the
context of PE and HedthinAudrdia, Wright and Dean (2007) highlight
textbooksandwebstesasthemain sourcesof knowledgefor PE teechers
and studentsabout how individua sshould leed ther lives, particularly
inrdationtothar bodiesandthedally practicesof egtingandexercigng.
These texts provide students with information about how to ‘be a
hedlthy citizen, providinginstruction on‘ how to assessand ' know' the
body and detail ed prescription on how to act to remediate deficiencies
andtoamdiorate'risk” (p.5). Inorder to‘ remediatedeficiencies andto
‘amdiorate risk’ texts focus on providing the knowledge required to
monitor energy inand energy out and the conseguencesof not achieving
the desirable balance. Students are encouraged to salf-monitor and to
rate and measure their hedth by recording whet they egt and thetype
and amount of physical activity they participate in. In Scotland,
researchers have raised concerns that with the emphasis on the
development of hedlth and wellbeing, many PE teachersnow view their
roleprimarily related to the promotion of physica activity for physica
hedth (Gray, MacLean and Mulholland, 2012; Horrdll et d., 2012).
This perspective is problematic, with clams by Horrell et d. (2012)
thet it could resultinaformof PEthatismorelike' managed recreation’,
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wherethe teacher’sroleis reduced to one of setting up and managing
physica activity rather than learning. Whilst some may cal for a PE
that isfocused more on increasing physica activity participation and
providing more hedlth-rdated physicd activities, this form of PE not
only serves to reinforce discourse surrounding hedlth and the idedl
body, but it is also much narrower in terms of providing pupils with
experiencesthat areof educationd vaue. Toendorsesucharolefor PE
ignoresthe breadth of educational experiencesPE can providechildren
and young people. It limitsthe extent to which amore holigtic view of
wellbeingisnurtured and, asaconsequence, marginaisesand evende-
killsthe PE teacher. Furthermore, indiminishing theskillsand attributes
thet are vaued in PE, only those students who are physically active,
physcaly fit and who engagein awide range of physicd activitiesor
sportswill have opportunitiesto thrive, whilst thosewho ‘arenot’ are
|eft fedingisolated in PE and labelled asde-motivated and problematic
(Agtrom, 2012).

PE and a ‘healthier’ conception of health

Thesubject of PEwithin hedth and wellbeing can offer muchmore
than physica activity for the sake of physical hedlth. Rather it can be
rich, diverseand devel opawidevariety of motor, cognitiveand affective
killslinkedtolearning and performanceinarangeof sportsandphysical
activities (Bailey, 2006; Gray, Sproule & Wang, 2008; Scottish
Government, 2004). Importantly, key to successful and positivelearning
in PEareteacher pedagogy (Bailey, 2006; Gray et d., 2008) and positive
and collaborative student-teacher, relaionswheretheteecherslistento
thelr sudents and vaue their opinions (Mitchell, Gray & Inchley,
2013). Under theright conditions, thelearning environment created in
PE by theteacher can provideeducationdly va uablesport and physicd
activity learning experienceswhilst smultaneoudly promoting positive
menta, socid and emotiond wellbeing (Bailey, 2006). Notably, it is
suggested that providing students with positive mental, socia and
emotiona experiencesin PE may beeven moreimportant than smply
increasing physicd activity levels in the pursuit of living a hedthy
lifestyle (Gard, 2011).

An important part of the process of developing a more holistic
view of hedth (and PE) is decongtructing and chalenging the current
and prevalent narrow views of hedth. Suggestions have resultantly
been madewithintheliteraturearound what may encourageand support
such resstance to dominant discourses, with many academicsin the
fieldadvocating acritical inquiry approachwithin PE (Leshy, O’ Hynn,
& Wright, 2013). For example, Wright et a. (2006) suggest sudents
and teachers should be supported to understand al knowledge as
disputed, unstable and contestable, including ‘truths' regarding hedlth
and the body. Wright and Dean (2007) adso argue that schools and
teachers mugt criticaly examine idees surrounding the bodly, hedlth,
foodand phydca activity, suggesting thet they can support their students
asthey criticaly assess‘truths surrounding hedlth:

As afirg gep teachers must engage with the debates, reed the

different points of view and take up apostion that isinformed by

critiquerather thanthemsdlvesaccepting therhetoric of the* obesity

epidemic’ asfact. (Wright & Dean, 2007, p. 14).

Whilgt few innumber, thereare someexamplesof how PE teachers
may encourage students to adopt a socio-critica approach within PE.
Oliver and Ldik (2001) attempted to introduce critical inquiry within
the‘real world” when introducing a curriculum thet challenged taken-
for-granted stereotypes and assumptions around the idedl body. Thelr
attempts consisted of utilising journa keeping and conducting smdl
group discussions, providing students with opportunities to examine
and challengetaken for granted assumptionsabout thebody. Critical to
the success of thisapproach wasthe socid environment created by the
teacher, where opinionswere heard, val ued and respected and student
sdf-reflectionwasencouraged. Studentscan devel op critical capacities
by reflecting on meaning congtruction and carefully considering their
opinionsand the knowledgethey regard factual . Therefore, for critical
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inquiry to beproductive, learnersneed to be provided with opportunities
to spesk up, negotiate and be critica whilst engaging in meaningful
activities, working with othersand fedling va ued (Wright, Macdonald
& Burrows, 2004). Through encouraging debateand critical reflection,
teachersand Sudentsareinapositionto chalengestereotypes, diminate
hierarchiesandraisetheir avarenessof theinjusticesthat pervadesociety
and manifest themselveswithin the PE context. However, asgnificant
chdlengefor teechersisthat activitiessuch asjourna kegping, negotiation
and reflection are typicaly not associated with practical learning
environmentssuch as PE. For PE teacherstorisetothischalenge, itis
important to consder what journa keeping, debating or negotiating
might ook likein the practica PE setting. In other words, it would be
bothinteresting andimportant toidentify research that seekstoencourage
critica thinking around health and the body whilt il attending tothe
broader godsof PE, for example, improvementsin performanceor the
development of problem solving skillsfor skill learning.

O'Brien, Martin and Kirk (2008) provide one of the few research
exampleswhereacritica gpproach hasbeen adoptedin PE. Indoing so,
they describe a PE programme that focusses on integrating the body
and the sdf rather than on gppearance and competition. They use
relaxation and cregtive dance to heighten awareness of internd body
attributes, enabling pupilsto focuson how thebody fedsor how it can
expressemotion. Thislinksto suggestionsthat young peopleshould be
encouraged to devel op self-compassion towardstheir own bodiesand
to take anon+judgementa stance towards the body asthey carefor it
and useit (Paechter, 2013). Therefore, rather than continually judging
the body in relation to externd standards, young people can learn to
vaue ther bodies for how they fed and for the opportunities they
aford. Theideahereisthat PE becomesaplacewherethebody canbe
seen pogtively and enjoyed for what it israther than for what it looks
like. Adopting thisgpproach aso demondratesthat, whilst somephysica
practices can be viewed as negative and repressive, they aso havethe
potentid to be very empowering and positivefor young people (Scott-
Dixon, 2008). For example, Garrett (2004) demonstrateshow physicd
activity engagement can enable some young people to fed grong,
confident and skilled within their own bodies and can engble them to
experience bodily movement as asource of kinesthetic and emotiona
pleasure. Therefore, theintring c enjoyment and asenseof achievement
that can be gained from, for example, mastering a handspring in
gymnedtics running fagt duringaraceor gliding throughtheweter when
swimming in a reamlined postion can lead young people to vaue
their bodies, themsdlvesand physical activity in postiveways. Thisis
a philosophy that many PE teachers, who have a love for physicd
activity and sport and who have witnessed the positive influence they
canhaveintheir ownlives, will bedrawnto, especially thosewhowent
to ingpire and pass that enjoyment and positive experience of activity
on to pupils (Green & Thurston, 2002). Their chdlengeisto learn to
adopt such an gpproach, not jugt in cregtive dance, but in the other
activities that typicaly meke up their PE curriculum, for example,
soceer, swvimming or badminton. As Garrett (2004) unfortunately no-
tes, whilgt fedings of empowerment and pleasure can be nurtured
through physicd activity, thishgppenslessfrequently through physica
activity experienced within the school PE environment. However, PE
does have an emancipatory potentid and it is important that this is
realised because, for many children, PE will beakey mediumthrough
which they fogter aphysica sense of who they are, whet they can do
and how they arevaued.

A supportive lear ning environment

Aswell as congdering the content and curriculum of PE, another
way to respond to the concerns noted in the literatureisto consder the
natureof thelesrning environment that iscongtructed within PE. Azzarito
and Hill (2013) illugtrate how young people, in this case girls, often
want to be physicaly active in a space where they fed safe and
comfortable, wherethey donot fed judged or under negativesurvellance
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and where they are not pre-occupied with the socid ‘risks of being
active, for exampletherisk of embarrassing themsdlves. Their research
stressestheimportanceof cregtinganon-judgementa socid specewhere
al pupils, not just thosewho are popular and talented, fed comfortable
and accepted by both teachers and peers. Thetask of addressing body
issuesthereforedso liesin theway that PE istaught, the ethos crested
within classes and therd ationshipsthat pupilsdevel op with each other
andwiththeir teacher. Thisisimportant becausecritica pedagogy done
cannot achieve the broad range of learning objectives claimed by PE.
However, given agrester understanding and focuson thestudent, truly
placing them a the centre of the teaching and learning process, the
teacher can cresteenvironmentsthet promote mesningful and effective
learning in PE as well as support students holistic hedlth. A useful
framework for understanding the relationship between thelearner and
the learning environment and the ways in which this relationship can
support either positive or negative experiences in PE is Self-
Determination Theory (SDT). SDT highlights the ways in which
teachers can present tasks, interact with students and encourage
interactions between studentsto creste positivelearning environments
and support student holigtic hedlth.

SDT is atheory of motivation based on the assumption that dl
humans have innate tendencies to succeed, to thrive and to engagein
activitiesthat devel opand support asenseof sif. Itisaussful framework
for understanding student experience in PE because it recognises the
rolecf boththelearner and theenvironment intheindividud’ sendeavour
toactudisether potentid (Deci & Vangteenkiste, 2004). SDT proposes
thet thetypeand quality of alearner’ sengagementin PEisrdated tothe
way inwhich theenvironment satisfiesthreemain psychol ogica needs:
fedings of relatedness, competence and autonomy. The concept of
relatednessisthedegreetowhichanindividua fedsasenseof beonging
to, or connection with thelearning environment. For example, whena
learner fed sacoepted among pearsand teachers, and experiencesahigh
degree of socid support (Perlman & Goc Karp, 2010). Competenceis
thelearner’ sdesretointeract effectively with theenvironmentin order
to experience success and control (Koka & Hagger, 2010). Findly,
fedingsof autonomy are associated with anindividual’ s perception of
agency withintheenvironment. Itistheextent towhichtheenvironment
affords them opportunities to express free will and choice (Ryan &
Deci, 2006).

Giventhisfocusontheneedsof theindividud, SDT isanimportant
congtruct inthecontext of teaching, learning and hedthandwellbeingin
PE becauseit hasthe potentid to‘illuminateindividud differencesand
how well each need is satisfied within agiven practice context’ (Sanli,
Petterson, Bray & Lee, 2013). Furthermore, ‘SDT posits thet the
fulfilment of thebasi c psychologica needsfor autonomy, competence,
and rl atednessisnecessary for well-being to beattained and maintained
(Gagné Ryan& Bargmann, 2003, p. 375). Whenbasicnesdsaresdtified,
learners fed good about learning, they make clear progress in their
learning, and generdly, experience positivewe | being and performance
outcomes (Burton, Lydon, D’ Alessandro & Koestner, 2006).
Furthermore, learning environmentsthat satisfy the individual’s basic
needs contribute to the development of the learner’s concept of * slf’
that isclosdly digned withintrins c agpectsof thecoresdlf (Hodgins&
Kneg, 2002), very smilar to the concept of self-esteem. Indeed, it has
been reported theat when basic needsaremet inthelearning context, over
time, self-esteemisd so enhanced (Deci, Schwartz, Shenman & Ryan,
1981; Niemiec& Ryan, 2009). Thisisimportant, particularly inrelaion
to a PE context where an individud’s seif-esteem is often negatively
affected by hedthism, obesity andidedl body discourses, whenthey or
others do not consider themselves (or their bodies) to dign with the
socidly accepted ‘norm’ (Sykes& McPhail 2008).

SDT dsoemphassestheroleof mativationinlearning. Specificaly,
SDT suggeststhat intringcmotivation and moresalf-determined forms
of extrindcmoativation areenhancedinlearning environmentsthet stisfy
thethreebasic needs Additiondly, auttonomousmativaionispostively
asociated with enjoyment in learning, positive mood, vitdity and
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positive coping strategies (Burton et d., 2006). ‘ Overall, research has
indicated that having an autonomous sdlf-regulatory styleisassociated
with psychological well-being and positive behavioura outcomes
(Burtonetd., 2006, p.751). Whenindividua sfed moresdf-determined
they aremorelikely to make decison and carry out actions because of
the inherent vaue of doing s0. They are not overly concerned about
outcomes, consequencesor normetiveeval uations. Consequently, they
arenot negatively affected by negative outcomesor negative feedback
(Hodgins, Brown & Carver, 2007). However, when basic needsarenot
met, it is proposed that externaly regulated motivation ensues, often
accompanied by some form of human distress (Ryan & Deci, 2000).
Under thesecircumstances, individua sperceivetheenvironment tobe
more controlling, and thus they call into question their sense of sdif
worth. Thismore controlling environment inhibitsthe extent to which
individuasfed likethey can bethemsalves They behaveinaparticular
way becausethey believethat they should, rather than out of asenseof
freedom, intringcinterest or enjoyment. Unfortunately, resserch suggests
that certain practiceswithin the PE are strongly associated with amore
controlling environment, and that this can have negetive implications
for sudents, especidly in relation to the body. For example, Crombie,
Brunet and Sabiston (2011) found thet girls felt anxious about their
bodies in PE, primarily because they feared the observations and
evauations of others in the dass, including the teacher. Individuas
under thisformof * survelllance thenmodify their behavioursaccordingly
(Webb & Macdonald, 2007) either by adopting behaviours that have
the potentia to enhance hedlth, or by ‘opting-out’ because of fear of
falure or ridicule. In some cases, those who do not conform to the
societa norm can even beexcluded, tessed or bullied because of theway
they ook (Atkinson & Kehler, 2012). They may aso beginto congder
their own bodies and own sevesto be of little value when they fail to
meet such norms (Halse, Honey & Broughtwood, 2007). Therole of
the PE teacher is therefore criticd in terms of adopting practices that
focus less on observations, public evaluations and normative
comparisons, and moreonindividud learnersandindividual learning.
Thishasthepotentia to mekestudentsfed likethey have somecontrol
over their learning and thet they can focus their efforts on improving
their ownlearning, rather than being overly concerned withthelearning
of others. Importantly, whilst thefocus of learningison theindividud,
it is aso important for students to recognise and, importantly, vaue
individua differences. Valuing individual differencesnot only teeches
studentssomething about themultipledemands, rolesand responsibilities
of different activities, but aso encouragesthem to congder therole of
‘others in their learning and how they can support each other in the
learning process. Importantly, opportunities for student interaction
might dso beused asavehiclefor initiating critical discussonsreating
to thebody, physica ability and individua differences.

Much of theresearchthat hasbeen carried out toinvestigatelearning
in PEthrough SDT reiteratesthese conditions. For example, Ntoumanis,
Penggaard, Martin, and Pipe (2004) suggests thet PE teachers should
focus more on student improvement, develop more supportive
relationships with their students and be less criticd towards perfor-
mance. Goodwin (1999) dtates that teachers should plan lessons thet
are chalenging and that the challenges haveto be set a an gppropriate
leve according to the different abilities of the learner. Additiondly,
students haveto recognisethat successisachievablewhen gppropriate
effort is gpplied. Consequently, PE teachers should praise effort and
achievement asit rdlaesto the individud, avoiding the use of praise
whenit isinappropriateto do so (Goodwin, 1999). For some students,
using praisewhen behaviour or performanceispoor canreducethelevel
of chalengefor that task and may a so contributeto the devel opment of
afragile form of salf-esteem. Insteed, PE teachers should encourage
studentstoinvestigate and understand poor performanceinorder tore-
assesslearning targetsand guide future performancebehaviours.

Research dso suggests that teachers should learn and use thelr
students names, get to know their sudentsto show thet they carefor
and respect them (Goodwin, 1999; Mitchell et d., 2013). Thismeans
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ligtening tothem and taking account of their viewsaspart of theteaching
and learning process. Student experience in the PE environment is
deeply associated withthefeding that ateacher genuindly likes, respects
andvauesthem (Niemiecat d., 2006). Having asupportive PE teecher,
one who helps pupils in their learning, shows them how to do new
activitiesand promotesasense of fun, isasignificant factor in shaping
pupils attitudes towards PE (Inchley, Kirby & Currie, 2008). Ryan,
Stiller and Lynch (1994) found that adolescentswho did not fed asense
of belongingintermsof their relationshipwith their teschersattempted
to copewithemotiona concernsontheir own. Thisresulted innegetive
consaquencesfor both autonomousse f-regulation andwelbeing, which
included low sdif-esteem. By contrast, negetive perceptions of PE are
expressed when teachers are perceived to be ungpproachable or too
critica (Inchley et d., 2008). Furthermore, Mitchell et a. (2013)
demonstrated that when teachers provided their students with
opportunities for consultation and support in the PE environment,
they generally had more positive PE experiences. Thestudentsin thelr
study felt likethey had avoiceand that their voiceswerelistenedtoand
acted upon toinform future curriculum decisions. Importantly, for this
to be achieved, it required ateacher—pupil relationship based on trugt,
understanding and respect (Mitchell et d., 2013). Supporting thisview,
Hintoff and Scraton (2001) suggest that student affectiveexperiencesin
PE might be improved if teachers provide supportive environments,
recognise the different aspirations and motivations of their students
and, importantly, listen to their students. Importantly, such ‘safe
environments, where pupils are given avoice, can speek confidently
and fed valued and respected, isa so thetype of environment whichis
required if asocio-critica approachto hedlth, thebody and other socio-
culturd issuesisto beimplemented effectively (Oliver & Ldik, 2001).

Supported by SDT, the research described above suggests that,
when presented appropriately, PE can promote learning and the
development of menta, socid and emotional skillsthat will contribute
to students overd| positivewdlbeing. Presenting PE appropriately is
achdlenging task, onethat isnot overcomeby adopting one particular
pedagogical approach. Inorder to present PE appropriately, PE teachers
must firgtly consder their sudents: who they are, their interests, their
aspirations, their perceptions and their abilities. Understanding SDT,
and the relationship between teacher behaviours/pedagogy and the
satisfaction of basic needstherefore, is criticd for the development of
flexible, informed, meaningful and effective pedagogy within the PE
context. PE teachersknow about pedagogy and they havean extensive
knowledgebasearound physical activity and sports. However, agrester
understanding of basic needs and how they are affected by teacher
behaviours might enable them to structure their lessons in a more
motivaiondly adaptive and ‘hedthy’ way (Ntoumanis & Standage,
2009). Importantly, critica pedagogy adso plays an important role in
developing this ‘hedlthier’ form of PE. Indeed, it is proposed thet a
more complex and multi-faceted approach to teaching and learning in
PEisnecessary if PE canachievewhat isclaimedinthispaper. Thiswill
be an approach that offers opportunities for various forms of learning
(cognitive, socia, emotiond as well as physica) in a supportive
environment, but that a so encouragesdiscussion, reflectionand critical
anaysis in order to question and even transform knowledge and
understanding around the body. In fact, this gpproach to teaching and
learning in PE would not limit critica discussonsto ideas around the
body, but would extend the debatetowardsother important and rel evant
issuesin PE, for example, issues around gender, race, disability and
equdity foral. Thiswill beextremdy chdlenging for teechers, particularly
giventhat thereisno single pedagogica approach or curriculum model
thet providesa‘onesizefitsal’ solution. However, we also recognise
that, as teachers develop their knowledge and understanding of SDT,
they will not only extend their pedagogica repertoire (Eisner, 2005),
but will dso be ableto explorethe possibilities of themoreholigtic PE
curriculum models (e.g. Sport Education, Teaching Games for
Understanding, Cooperative Learning and others, see Tannehill, Van
der Mars & McPhail, 2015) that have recently been developed to
extend beyond thelimited focus of thetraditiond, activity/performance
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gpproach. Subsequently, we propose that SDT will be of particular
assgancetoteachersasthey seek tohd ptheir sudents(and themselves)
recogniseand discussthedifferent physicd, mentd, socid andemotional
learning that holistically connectstheir experiencesacrossthedifferent
curriculummodds(Kirk, 2013).

Conclusions and future research

In many developed countries around the world, the subject of PE
isnow directly, andin some casessol ey, respongiblefor thepromotion
of hedlth, physicd activity and hedthy living. Whilst weremaincritical
of such developments, weareoptimigticthat if presented appropriately,
PE can have a positiveinfluence on the health and welIbeing of young
people. Wearguethat thisismorelikely to beredisedif policy makers,
teachersand young peopleremain aware of hedth asaholistic concept
encompassng sodid, emotiond, menta and physical domains However,
research suggests that PE teachers may not interpret curriculum
documentationinthisway, and thet powerful discourseslinking physica
activity and estingwell toreductionsinobesity andillnessmay influence
curricular decision-making and pedagogy (Gray et d., 2012; MacLean
etd., 2015). Thisishighly problematic becausefedingssuch asanxiety
and guilt can devel opwhen studentsfail to achievetargetsthat represent
the ‘norm’. Furthermore, they begin to monitor physical activity and
egtinginreaiontotheirimpact onthebody, rather thanfor theintrinsic
pleasure that can be experienced when participating, learning and
improving performance in physica activities. Importantly, PE that is
vaued by students for intringic interest is more likely to reach policy
objectivesconcerning hedlth, wellbeing and physical activity levelsthan
aPE that isexplicitly concerned with encouraging children to engage
themselves in weight monitoring, self-surveillance and god setting
behaviours (Gard, 2011). Consequently, we cdll for future researchin
schoolsin countrieswhere PE isheld partially accountableforimproving
thenations hedlth, toilluminateand understand thehedlthism discourse
that pervades PE cultures, to better understand what it is that enables
and congtrainshoth teachersand pupil sasthey negotiatethesediscourses
around hedlth and thebody in different ways. Suchreseerchmay leadto
agrester avarenessof how PE teechersunderstand the curriculum and
how their understandingimpactson their professiond practice. Equaly,
the way that students experience their PE curriculum and the impact
thet their engagement hasontheir holisticwellbeingisanimportant are
for future research. Moreover, the enduring difficulties faced by PE
teachersin the pursuit of knowledge that might support them in thelr
educationa and professiond progression provideaconvincingrationde
for further research to be carried out in thisfield; research that aimsto
support them asthey attempt to changether practiceand providetheir
studentswith broader and moresocidly awvarelearning experiencesthat
impect positively on their mental, emotiona and socia wellbeing. In
order toachievethis, thereisacdl for researcherstowork withteachers,
rather than for researchersto carry out research on teachers. Thishas
the potentia to provide teachers with the theoretica knowledge and
skills to transform their understanding of hedth and wellbeing and
developacritical view about current and prevalent pedegogica practices.
Additiondlly, developingacritica ability toddiver theory-based, sudent-
centred teaching approachesmay provide PE teecherswith the capacity
to make a postive contribution to their students' wellbeing whilst
smultaneoudy ddlivering aneducationdly broad, diverseand vauable
PE curriculum, one that offers more than smply opportunities for
movement. This research is important as it dlows PE to contribute
towardswhet weknow about hedlth, wellbeing andlearming, supporting
Gard's(2011) suggestion that the PE profession should be' contributors
to new knowledge about the body rather than Smply recydersof it
(- 400).
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