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            Praise for Zest for Learning


            The framework for zest for learning created by Lucas and Spencer is inspiring. It is the integration of a wealth of ideas on creativity, curiosity and resilience into a meaningful, holistic approach to curriculum design that will galvanise our work on museum learning and enrich the lives of the children and young people in our trust.

            Rhodri Bryant, Executive Principal, The Arbib Education Trust

            The Royal Yachting Association works hard to instil a healthy zest for learning in its young sailors and associated support staff – and the impact of this approach has been profound, helping Britain to win fifty-eight medals at Olympic level, many of them gold. This book is an essential read for anyone who wants to succeed in any walk of life.

            Alistair Dickson, Director of Sport Development, Royal Yachting Association

            Zest for Learning is a powerful call to action for a kinder, more joyful school experience: one in which the emphasis is rightly on helping all young people flourish and thrive. I strongly commend it.

            Revd Nigel Genders, Chief Education Officer, the Church of England

            This book is an excellent invitation to revisit the whole purpose of learning in our schools and to discover what the key to zest is in all our students.

            Trinidad Aguilar Izquierdo, Director, Colegio Kopernikus

            Zest for Learning reminds us of the true purpose of education – to nurture curious, passionate young people, putting the co-curriculum at the centre of their lives. Holyport is delighted to be at the forefront of the kind of expansive education advocated by Lucas and Spencer.

            Ben McCarey, Head Master, Holyport College

            Bill Lucas and Ellen Spencer brilliantly synthesise the latest thinking on how to produce balanced, curious, purposeful young people to help us imagine a richer, kinder, more sane pedagogy.

            Al McConville, Director of Learning and Innovation, Bedales School, and co-author of Learning How to Learn: A Guide for Kids and Teens

            BLucas and Spencer effortlessly bring to life the literature insights and exemplary practices for the idea of zest for learning so that we know how to practically support students in building this capability for a purposeful and fulfilling life.

            Matt Pfahlert, co-founder and CEO, Australian Centre for Rural Entrepreneurship

            Zest for Learning is a practical resource for policy-makers, educators and parents wanting to co-create a space for children and young people to connect to the world in deep and profound ways; the research has been invaluable in inspiring FORM’s Creative Learning programme in Western Australia.

            Lamis Sabra, Creative Learning Manager, FORM

            Focusing on zest is the single most powerful thing we’ve done as a leadership team; this book shows how all schools can make similar changes to their ethos.

            Andrew Wood, Deputy Head Teacher, Steyning Grammar School
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1
            Series Introduction

            Developing capable young people

         

         
            Ensuring that all people have a solid foundation of knowledge and skills must therefore be the central aim of the post-2015 education agenda. This is not primarily about providing more people with more years of schooling; in fact, that’s only the first step. It is most critically about making sure that individuals acquire a solid foundation of knowledge in key disciplines, that they develop creative, critical thinking and collaborative skills, and that they build character attributes, such as mindfulness, curiosity, courage and resilience.

            Andreas Schleicher and Qian Tang, Education Post-2015: Knowledge and Skills Transform Lives and Societies (2015, p. 9)

         

         Changing roles for schools

         Across the world there is a great shift taking place. Where once it was enough to know and do things, our uncertain world calls for some additional learning. We call them capabilities. Others call them ‘dispositions’, ‘habits of mind’, ‘attributes’ or ‘competencies’, words we find very helpful. Some refer to them as ‘non-cognitive skills’, ‘soft skills’ or ‘traits’, none of which we like given, respectively, their negative connotations, tendency to belittle what is involved and association with genetic inheritance.

         Our choice of capabilities is pragmatic. A country in the northern hemisphere like Scotland is actively using the term, as is Australia at the opposite end of the earth. If we had to choose a phrase to sum up our philosophy it would be ‘dispositional teaching’ – that is to say, the attempt specifically to cultivate in learners certain dispositions which evidence suggests are going to be valuable to them both at school and in later life.2

         We know that the shift is underway for four reasons:

         
	One of the ‘guardians’ of global comparative standards, PISA, is moving this way. In 2012, as well as tests for 15-year-olds in English, maths and science, they introduced an ‘innovative domain’ called ‘creative problem-solving’. This became ‘collaborative problem-solving’ in 2015, ‘global competence’ in 2018 and will become ‘creative thinking’ in 2021.

            	Researchers the world over are beginning to agree on the kinds of capabilities which do, and will, serve children well at school and in the real world. We’ll explore this increasingly consensual list later on, but for now we want to share just some of the key thinkers to reassure you that you are in good company: Ron Berger, Guy Claxton, Art Costa, Anna Craft, Angela Duckworth, Carol Dweck, K. Anders Ericsson, Charles Fadel, Michael Fullan, Howard Gardner, Leslie Gutman, Andy Hargreaves, John Hattie, James Heckman, Lois Hetland, Bena Kallick, Tim Kautz, Geoff Masters, David Perkins, Lauren Resnick, Ron Ritchhart, Sir Ken Robinson, Andreas Schleicher, Ingrid Schoon, Martin Seligman, Robert Sternberg, Louise Stoll, Matthew Taylor, Paul Tough, Bernie Trilling, Chris Watkins, Dylan Wiliam and David Yeager. We would include our own work in this field too.

            	Organisations and well-evidenced frameworks are beginning to find common cause with the idea of capabilities. The Assessment and Teaching of 21st Century Skills Project, Building Learning Power, Expeditionary Learning Network, the Global Cities Education Network, Habits of Mind, New Pedagogies for Deeper Learning, Partnership for 21st Century Learning and the Skills4Success Framework are just a few examples. We would include our own Expansive Education Network here too.

            	Inspirational leaders across the world are very gradually showing us that you can powerfully embed capabilities into the formal, informal and hidden curriculum of schools, if you have a mind to do so. Here are seven examples: Col·legi Montserrat in Spain, Hellerup School in Denmark, High Tech High in the United States, School 21 and Thomas Tallis School in England, and Rooty Hill High School and Carey Grammar in Australia. You’ll doubtless have your own favourites to add in. We love these schools and their courageous teachers. Throughout the series we hope that their 3stories and our grounded practical advice will serve to ensure that hundreds of thousands of schools across the world see the value of systematically cultivating capabilities as well as deep disciplinary knowledge and useful academic and practical skills.

         

Increasingly ‘character’ is the word used to describe the cluster of capabilities which are useful in life, with a further clarification of the term, ‘performance character’, suggesting those attributes which are associated with excellence in situations where performance is called upon – an academic test, examination, sports match or any extra-curricular activity in which concentrated demonstration of skill is required.

         Indeed, character education has seen a popular resurgence among politicians in the UK in recent years, with former Secretary of State for Education Damian Hinds (2019) arguing that character education is as important as examination success, and promising the development of ‘a new framework to help teachers and school leaders identify the types of opportunities that will help support their pupils to build character. The framework will also provide a self-assessment tool for schools to check how well they are doing.’

         The UK’s Jubilee Centre for Character and Virtues argues that teacher education must encompass preparation to teach character education (Arthur, 2014). England’s Department for Education’s Strategy 2015–2020: World-Class Education and Care (2016a) holds as one of its twelve strategic priorities ‘build character and resilience’. Character education is seen as a means to:

         
            support the development of character traits associated with: improved attainment at school; improved employability skills; making a valuable contribution to British society as a good citizen. Embedding character education within the school system will create opportunities for all pupils to develop the skills they need to succeed in education and in adult life. (Department for Education, 2016b, p. 10)

         

         In the second of Art Costa and Bena Kallick’s book series on the habits of mind, Curtis Schnorr (2000, p. 76) argues that character education should have thinking at its centre because ‘Successful character education is grounded in thoughtful processes.’ Thinking processes and the capabilities of good thinkers – like persisting or managing impulsivity – are foundational to character education.4

         All this means that as well as ensuring that, as Andreas Schleicher and Qian Tang put it, all young people develop a solid foundation of knowledge and skills while at school, they also need to acquire a set of important capabilities.

         The purposes of education

         Parents, educators and policy-makers alike have many hopes for the education of children and young people. But with so many ideas about what schooling might achieve, it is hard to reach any kind of consensus. Nevertheless, in late 2015/early 2016, the UK parliament initiated an inquiry into the ‘purpose of education’. On the one hand, it’s a telling admission if a government has to ask such a fundamental question. On the other, it could be construed as a sign of strength, as a recognition that times are changing.

         At the Centre for Real-World Learning, we worked with a number of national bodies to see if common agreement could be reached. The following list is what we came up with and is indicative of the sorts of things we might all wish for our children’s education to achieve (Lucas and Spencer, 2016). The first half a dozen are particularly relevant to this series of books, but the remainder also give a sense of our values. We want educational goals which:

         
	Work for all young people.

            	Prepare students for a lifetime of learning at the same time as seeing childhood and school as valuable in their own right.

            	See capabilities and character as equally important as success in individual subjects.

            	Make vocational and academic routes equally valued.

            	Cultivate happier children.

            	Engage effectively with parents.

            	Engage well with business.5


            	Use the best possible teaching and learning methods.

            	Understand how testing is best used to improve outcomes.

            	Empower and value teachers’ creativity and professionalism.

            	Proactively encourage both rigorous school self-improvement and appropriate external accountability.

         

Which capabilities matter most?

         Let’s look in more detail at the third item on our wish list: seeing capabilities and character as equally important as success in individual subjects. In the last decade, we have begun to understand with greater clarity those capabilities which are particularly useful. Here are two lists, the first from an economic perspective (Heckman and Kautz, 2013) and the second through the eyes of educational researchers (Gutman and Schoon, 2013). Both sets of researchers are trying to describe those capabilities – or, in some cases, transferable skills – which will improve outcomes for individual learners and so for wider society.

         
            Heckman and Kautz:

            Perseverance

            Self-control

            Trust

            Attentiveness

            Self-esteem and self-efficacy

            Resilience to adversity

            Openness to experience

            Empathy

            Humility

            Tolerance of diverse opinions

            Engaging productively in society

            Gutman and Schoon:

            Self-perception

            Motivation

            Perseverance

            Self-control

            Metacognitive strategies

            Social competencies

            Resilience and coping

            Creativity

         

         6The striking thing about these lists, to us, is how similar they are. With regard to this book’s focus on zest, we will see how important some of these transferable skills or dispositions are, including perseverance, openness to experience, empathy, tolerance of diverse opinions, self-control, engaging productively in society, motivation, social competencies and creativity, and how they contribute to our thinking.

         While we may want to interrogate these terms more closely, the general direction is clear. The demand side, from employers, is similar in its emphasis. In 2012, the Confederation of British Industry (CBI) launched a campaign suggesting the kinds of capabilities it wanted young people to acquire at school. Their list included grit, resilience, curiosity, enthusiasm and zest, gratitude, confidence and ambition, creativity, humility, respect and good manners, and sensitivity to global concerns. This book takes the CBI’s idea of zest and provides a theoretical and practical underpinning to the concept.

         Lifelong learning

         As well as preparing pupils for their next immediate steps on leaving, we argue that schools also have a role in preparing young people to be learners throughout their lives. That this is an important aspect of school life has become clearer over the last two decades (Lucas and Greany, 2000; Schuller and Watson, 2009). Specifically, it is appreciated that much of the preparation for lifelong learning is informal, experienced based and often coordinated by organisations outside school. In Zest for Learning, we focus on the role of these often charitable organisations in enriching the lives of young people and instilling a love of learning beyond school. In particular, we are keen to understand how schools can best interact with outside bodies.7

         The progression from classroom to life outside school via interest-led activities is shown in the figure below.

         
            
[image: ]Learning beyond the school

            

         

         The idea of signature learning experiences

         If we are reaching consensus as to the kinds of capabilities increasingly being seen as valuable, what about the kinds of teaching and learning methods that might cultivate them? In the first two books of the series we asked you to consider these two questions:

         
	If I wanted to teach a student how to become more creative and better able to solve problems, what methods would I choose?

            	If I wanted my students to become more resilient, what methods would I choose?

         

To help you think about them we introduced the idea of signature pedagogies, as suggested by Lee Shulman, in the context of preparing learners for different vocational routes. These are ‘the types of teaching that organize the fundamental ways in which future practitioners are educated for their new professions’ (Shulman, 2005, p. 52). He talks of the three dimensions of a signature pedagogy:

         
	Its surface structure: ‘concrete, operational acts of teaching and learning, of showing and demonstrating, of questioning and answering, of interacting and withholding, of approaching and withdrawing’ (pp. 54–55).

            	Its deep structure: ‘a set of assumptions about how best to impart a certain body of knowledge and know-how’ (p. 55).8


            	Its implicit structure: ‘a moral dimension that comprises a set of beliefs about professional attitudes, values, and dispositions’ (p. 55).

         

It’s not much of a leap to think not about the fundamentals of a particular profession but instead of a particular capability. Suppose it were perseverance: how would you model and demonstrate it? What know-how does someone who is a good ‘perseverer’ show, and how can you impart the clues of persevering to students? What are the underpinning self-belief and can-do dispositions that reinforce perseverance?

         Signature pedagogies are the teaching and learning methods which are most likely to lead to the desired capability, and in books 1 and 2 we explored these in some depth. But with zest, as we have begun to indicate, it is slightly different. Pedagogy is not quite the right way of describing the more informal ways of learning encountered in the more informal learning associated with extra-curricular and out-of-school activities. So instead we suggest the phrase ‘signature learning experiences’ to characterise them. The question we invite you to consider is:

         
	If I wanted my students to be full of zest for learning, what learning experiences would I want them to have?

         

In this book you will encounter a variety of answers to this question with some common themes. The experiences are often outward-looking and involve making things, giving time voluntarily, being outdoors, meeting new people and going on journeys. Or they might be more inward-focused, such as reading, practising, reflecting or even meditating.

         Within and beyond school there are core techniques that need to be mastered, just as students will need to become comfortable with their times tables, irregular verbs or acids and bases. These include:

         
	Giving and receiving feedback.

            	Practising deliberately.

            	Drafting and prototyping.

            	Using design processes.9


            	Goal-setting.

            	Mentally rehearsing.

            	Verbalising the processes of learning.

            	Reflecting on processes and progress.

            	Self-testing.

            	Working in groups.

            	Teaching others.

         

In each of the books in this series, we explore the many ways in which such techniques can be cultivated in many different contexts.

         About the series

         The Pedagogy for a Changing World series is action oriented and research led. The books are guides for teachers, school leaders and all those working with schools who want to develop capable young people. Each book offers practical suggestions as to how key capabilities can best be developed in learners, building both theoretical and practical confidence in the kinds of pedagogies and methods which work well. The books are aimed at both primary and secondary levels.

         The first two in the series are:

         
	Teaching Creative Thinking: Developing learners who generate ideas and can think critically

            	Developing Tenacity: Teaching learners how to persevere in the face of difficulty

         

This is the third book and will explore the idea of zest for learning and how this can be developed in young people in and beyond school.10

         It is structured in the following way:

         
	A clear definition of zest and why it matters.

            	A framework for zest for learning, with some practical examples for getting started.

            	An overview of the signature learning experiences which cultivate zestful learners.

            	Promising practices – case studies of schools which are adopting these approaches.

            	A focus on the brave leadership needed by schools consciously looking outside their gates.

            	An A–Z of ideas for developing zest.
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            Chapter 1

            Zest for Learning

            What it is and why it matters

         

         
            zest, n. figurative. Enthusiasm for and enjoyment of something, esp. as displayed in speech or action; gusto, relish. Frequently with for.

            Oxford English Dictionary

         

         We wrote this book for teachers because it seems to us that there is an absence of zest and an abundance of both blandness and examined predictability in too many schools at the moment. For many young people, their learning stops just when it is getting really challenging and engaging. The bell goes and out they file. Where their learning interests might ideally take them is beyond the scope of a particular subject or syllabus. And in these form-filling, litigious times it is ever more tricky to organise educational forays out into the real world.

         We like the word ‘zest’ because it suggests the kind of engaged curiosity we see as being at the heart of all good learning. We have looked hard at the evidence to understand more about zest. Research suggests that it is a valuable capability, central to human flourishing and eminently learnable.

         This book draws together a far-reaching literature exploring zest and zest-like attributes, offering schools and organisations working with schools a model of how it could be at the heart of children’s educational experiences. We hope it will give encouragement to head teachers, teachers, proactive parents and all those in the many voluntary, charitable and business organisations who work with young people to be expansive in their thinking. Zest for Learning is a call to action for us to broaden our horizons of what school can be and to take heart from the ideas which others are already using.

         We believe there are two essential outcomes of education: flourishing and real-world challenge-readiness. By flourishing we mean thriving and growing with an underlying sense of direction and purpose. By being ready for the world’s tests we 12mean prepared both morally and practically for the challenges of living in complex times. We need to understand where we’ve come from, how we’ve arrived at this place in time, and where we want to be as a society. It is not just about being able to come up with a creative solution to an engineering or biomedical problem. Beyond problem-solving is problem-setting: asking which problems are worth looking at, and seeking knowledge, understanding and wisdom that allows ethical decisions to be made based on more than just blind progress. Both flourishing and meeting real-world challenges are about embracing learning with both hands.

         So what do we mean when we say a person has ‘zest for learning’? Using the definition of zest on page 11, such a person might take a certain enthusiastic enjoyment in their learning; they are hungry to learn and find it a stimulating end in its own right. They enjoy the way learning opens up a richer understanding of other aspects of their life, seeing the interconnectedness of things. They are deeply satisfied when something that was formerly fuzzy and grey becomes clear to them, like the pieces of a jigsaw fitting together. They are keen to develop themselves, to experience new things, to try some and to master others. They try not to be discouraged by setbacks. To some degree, they are discontented with the status quo, with their own understanding of things, if not with the world at large. Zestful learners use hand, head and heart in much of their lives.

         We know that human beings are born with an instinct to learn, boosted by the feedback they receive from every encounter with the objects and people around them. It’s more than a proclivity; small babies are learners. In this book we will be wondering how best we can help young people to maintain a child-like fascination with the world as they grow older, wiser and more experienced in the ways of the world. The amount of zest for learning we each possess will, of course, be down to both nature and nurture. Positive learning experiences will impact people in different ways. There is much in the psychology literature to unpick here.

         You could be forgiven for wondering whether this book’s focus represents more fanciful territory than either creative thinking or tenacity, which we dealt with in our two earlier books. Are we really going to argue that all children, whatever their background, can benefit from zest? Or that schools can cultivate it? The answer is yes! In Zest for Learning we argue that zest is a public good, that learners with zest are more likely to be keen learners in and beyond the classroom, and that teachers deep down want to help foster zest in any way they can.13

         Bodies of knowledge

         Perhaps because zest is used as shorthand for something everyone is assumed to understand, definitions of zest are conspicuous by their absence in the bodies of literature that use the word. In this book we offer a framework for zest: a practical guide for teachers, underpinned by theory. We draw on a number of areas of knowledge and practice that each have something to contribute to the concept of zest for learning, clarifying the concept of zest and bringing together ideas in concrete and actionable ways. As we do this we will constantly be asking: what might this tell us about developing zest for learning in and from schools?

         More than fifty years ago, John Holt (1967, p. 175) came close to putting into words the essence of zest for learning:

         
            Since we cannot know what knowledge will be most needed in the future, it is senseless trying to teach it in advance. Instead we should try to turn out people who love learning so much and learn so well that they will be able to learn whatever needs to be learned.

         

         The concept of zest for learning sits broadly within two large fields of knowledge: psychology and education. We are interested in the specific contribution each makes to our understanding of zest for learning, represented by the area where the two intersect:

         
            
[image: ]Our understanding of zest for learning comes from two broad areas of knowledge and research

            

         

         14These two fields are, of course, broad, encompassing many different and unrelated areas of research and knowledge. Because there is very little that speaks explicitly to a concept like zest for learning, this book carves out new territory, uncovering what the two fields have to say about human flourishing. The figure below shows some of the relevant topics within each body of knowledge. There will, of course, be cross-fertilisation of ideas as some topics have links to more than one knowledge area.
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         In this chapter we unpack each of the areas of literature in terms of their relation to zest for learning. We look first to the field of psychology and its multidisciplinary and loosely collected studies called the ‘learning sciences’. This is where we find ideas like habits of mind, grit, optimism and their cultivation.

         
	We explore the psychological study of traits. If, as we have suggested, it is possible to cultivate zest, we need to understand what aspect of it – if any – is related to the relatively fixed notion of personality traits.

            	Theories of intelligence is a broad area in which we look at embodied cognition and the study of learning to learn.15


            	Positive psychology offers us the concept of ‘flow’, which is also relevant to learning to learn. Character strengths are also explored in this field.

            	We explore the psychology of motivation where the concept of flow is, again, important. Mastery goals and a sense of purpose are also important ideas from this area.

         

The field of education also has a number of contributions to make, particularly in terms of ideas regarding the ultimate purpose of education as they concern meaning, situating oneself within the world and the development of virtues and values.

         
	We explore ideas relating to finding purpose, including lifelong learning and character.

            	In terms of pedagogy, the learning sciences have important concepts for zest, including metacognition, real-world learning and habits for learning.

         

Developing a model of zest for learning

         In this book we have created a model that describes the habits for learning, or dispositions, that together make up a person with – specifically – zest for learning. This moves beyond what it is to be a good or powerful learner into understanding what makes a skilful, effective, motivated, ethical, life-wide and lifelong learner. We try to look beyond the confines of whatever curriculum is currently in play, and ask a bigger question about what might be important to learn. In trying to narrow down what these dispositions or habits might be, we have scanned much of the literature, especially focusing on psychology and education.

         You will notice that within the discussion of each area are a number of concepts which bring something significant to bear on the idea of zest for learning. These can be distilled down into six themes that relate to habits for learning:

         
	Valuing relationships.

            	Maintaining perspective.16


            	Exploring the world.

            	Embracing novel experiences.

            	Finding meaning.

            	Deepening understanding.

         

We signpost these themes along the way. Chapter 2 explores the framework and Chapter 3 asks how we might cultivate these valued habits in school. Having a framework through which to consider these habits is important for teachers because what they do in the classroom really matters. Talking of curiosity, a close cousin of zest for learning, Susan Engel (2015, p. 127) makes it clear how what teachers do makes all the difference:

         
            from an early age, some children are more curious than others. But there is also great fluctuation from one setting to another. A child who is usually timid about opening things or asking questions can be beckoned into inquiry. Children who are ordinarily inquisitive can be hushed into a kind of intellectual listlessness. The characteristics that fuel curiosity are not mysterious. Adults who use words and facial expressions to encourage children to explore; access to unexpected, opaque, and complex materials and topics; a chance to inquire with others; and plenty of suspense … these turn out to be the potent ingredients.

         

         Psychology for flourishing

         In linking together areas of literature that speak to the broad concept of zest for learning, there is much that falls under the label of psychology. Within this broad field we might look at psychological traits, theories of intelligence, positive psychology and the psychology of motivation. Each of these has something to contribute. There are relationships between these fields which mean that sometimes we talk about a particular concept where it sits best.17

         Psychological traits

         Psychological approaches to zest (in a broad sense, not constrained to zest for learning) examine it from a personality trait perspective. Traits are relatively enduring characteristics. The ‘most widely used taxonomy of personality traits in psychology’ (DeYoung et al., 2014, p. 46) is the Five-Factor Model, or Big Five, which can be remembered by the mnemonic OCEAN: openness, conscientiousness, extraversion, agreeableness and neuroticism.

         Embracing novel experiences: openness to experience

         In terms of the Big Five psychological traits, the openness to experience trait has provoked extensive debate in terms of its labelling and naming. DeYoung et al. (2014, p. 46) tell us that it ‘has been described variously as Culture, Intellect, Openness to Experience, and Imagination’ but that ‘the compound label Openness/Intellect is increasingly in use’.

         When psychologists talk about intellect here, they are describing a tendency to think in a certain kind of way:

         
            The psychological function that appears to be common to all of the traits encompassed by the Openness/Intellect factor is cognitive exploration … Individuals high in Openness/Intellect display the ability and tendency to seek, detect, comprehend, and utilize more information than those low in Openness/Intellect. (DeYoung et al., p. 46)

         

         This notion of cognitive exploration processes that drive learning about the world is closely related to the idea of zest for learning.

         Outside of the field of psychology, the personality trait of extraversion is frequently used as a proxy for ‘sociable’. There is a known link between extraversion and positive emotions, and so people might expect an extravert to have more zest in general. Psychologist Carl Jung first coined the phrase extravert – and its opposite, introvert – in the 1920s, and the trait has been the subject of a great many studies since. In fact, extraversion is more than just being confidently sociable. It suggests 18that an individual draws their energy from what happens outside them as opposed from looking within.

         It is important to recognise that individuals sit on an introversion–extraversion spectrum, and nobody is 100% one or the other. It is also important to stress that the two types are different and neither is superior – for example, a mixture of both approaches to thinking and speaking is often most effective in a work situation (Cain, 2012).

         In explaining zest, Peterson et al. (2009, p. 161) mention various other terms that have been used to describe the psychological ‘dispositional influence on work satisfaction’ that they call zest. It has also been referred to as energy, liveliness, vitality, exuberance, joie de vivre, vigour and engagement (in work). Zest in adults and young people, as defined by Peterson, can be measured using a self-report scale that uses ten statements such as ‘I have lots of energy’.

         Peterson’s study found that measuring highly for zest predicted that an individual would also view their work as a calling, and claim satisfaction in their work and in their life more generally. The reason for this is because work satisfaction is more than a function of the job itself. While there are all sorts of factors inherent to the job that may influence work satisfaction, the literature is clear that:

         
            what a person brings to his or her work is also important. Those who are generally happy – due to their biological, psychological, or social makeup – are more likely to be satisfied at work … Those who are extraverted and socially engaged are also more likely to be satisﬁed … especially if they ﬁnd close friends in the workplace … Zest as a construct captures many of these characteristics. (Peterson et al., 2009, p. 162)

         

         The authors called for scholars to pay more attention to the study of zest in order to develop its presence in the workplace, something we are pleased to be doing in the wider context of education.

         Peterson and Seligman (2004) struggled to conceptualise the character strength they finally labelled ‘open-mindedness’. Collected under this theme from an array of categorisations of character, both ancient and modern, were labels like judgement, critical thinking and rationality. Whatever label is used, the authors were clear that open-mindedness should not be taken to a foolish extreme and should represent a careful mix of appropriate judgement: ‘He or she is not indecisive, wishy-washy, nihilistic, or permissive. Neither does the open-minded thinker bring this style to 19bear on all matters. Red traffic lights mean stop, and viewing this signal from all possible angles is simply stupid’ (p. 101).

         It seems reasonable to suggest that zest for learning in particular can be developed in both introverts and extraverts, albeit with a recognition that extraverts tend to be more open to new experiences than introverts. It is important, therefore, that individuals recognise their own strengths and propensities, and not be limited by the responses to situations that their psychological make-up would tend to lead them to favour.

         
            Zestful learners embrace novel experiences. They keep their minds open to the cognitive exploration of ideas using judgement, critical thinking and rationality. They recognise their own tendencies and push themselves to take on new challenges wherever possible.

         

         Embracing novel experiences: restlessness, sensation-seeking and risk-taking

         A term we came across that resonates with the concept of zest is ‘restlessness’. Along with curiosity, openness and excellence, restlessness is identified as being a core value – for example, at Warwick Business School (WBS).

         The idea of restlessness brings to mind imagery of dogged curiosity and a keenness to understand how things can be made better. The language WBS uses demonstrates this idea: ‘We want to develop world-class business leaders that are constantly curious, open-minded and restless to make a positive impact on society’1 and ‘Restlessness: always challenging convention to find a better way.’2

         More broadly as a concept restlessness has pathological connotations. Academic papers on the subject are predominantly published in journals like Addiction, Psychopharmacology, Depression and Anxiety and Journal of Learning Disabilities and cover such topics as physiological and neurological disorders. In the classroom 20it is generally a negative term too, indicating behaviour disorders, agitation, hyperactivity or poor lesson regulation (Westling et al., 2017). 

         Sârbescu and Boncu’s (2018) paper looking at an alternative classification of personality types to the widely used Five-Factor Model uses the label ‘restless’ to describe someone with the trait of sensation-seeking. This is ‘a personality trait defined as the tendency to seek varied, novel, complex, and intense sensations and experiences and the willingness to take risks for the sake of such experience’ (Zuckerman 1979, p. 10). A ‘normal’ trait, it is nonetheless overrepresented in some kinds of personality disorder.

         Given these potentially negative associations and its absence from more education-related journals, we suggest caution in using the term restlessness.

         An obviously school-relevant aspect of sensation-seeking is risk-taking. Canadian academic, author and psychiatrist Jordan Peterson tells us that humans tend towards a preference for living life ‘on the edge’. In this space we are able to benefit from confidence in our experience as well as ‘confronting the chaos’ from which we grow. An inbuilt enjoyment of risk, to varying degrees, means that we feel ‘invigorated … when we work to optimize our future performance, while playing in the present’ (Peterson, 2018, p. 329).

         Risk-taking is related to the psychological trait of openness to experience and the virtue of courage, both of which are aspects of zest for learning. Of course, when talking about teenagers it always going to be important to remember that the lack of development of the prefrontal cortex means that, despite adult teaching and coaching, young people are more likely to take risks at this period of their lives whatever their personality type (Kann et al., 2014).

         In summary, by understanding the ideas behind psychological traits we can immediately see connections with the concept of openness to experience, which we build into our framework for the habits of zest for learning.21

         
            Zestful learners embrace novel experiences. They demonstrate a willingness to take risks in order to seek varied, novel, complex and intense learning experiences. They are doggedly curious, with a keenness to understand how things can be made better.

         

         Theories of intelligence

         The nature of intelligence is one of the most studied areas of psychology. It has a controversial past, with many theories emerging that propose how to define it and what it comprises; debate continues around the degree to which it is possible (or desirable) to measure it. Changing conceptions of intelligence have moved beyond intelligence as a static test score to ‘a dynamic concept of modifiable capacities, which can be continuously developed throughout a person’s lifetime and cultivated deliberately in homes, classrooms, and learning organizations’ (Costa and Kallick, 2000, p. xviii).

         In New Kinds of Smart (2010), Bill Lucas and Guy Claxton explore current conceptions of intelligence, arguing that it is composite, expandable, practical, intuitive, distributed, social, strategic and ethical.

         We consider four key topics to be of relevance to our understanding of zest for learning within the field of intelligence. These include embodied cognition, experiential learning, deliberate practice (expertise) and experiencing flow.

         Finding meaning: embodied cognition

         The title of the Centre for Real-World Learning’s report Bodies of Knowledge (Claxton et al., 2010) made a play on the first word in the phrase embodied cognition. It recognised the resurgence of interest in practical learning and physical, bodily work, reflected in books by thinkers like Matthew Crawford, Richard Sennett, Mike Rose and Guy Claxton. This isn’t merely a rebellion against a deskbound knowledge economy, but an acknowledgement that the hand ‘is the cutting 22edge of the mind’ (Bronowski, 2011 [1973], p. 93) and a vital part of how human beings make sense of the world.

         For us, embodied cognition – the idea that our minds and bodies are intimately connected – brings two ideas to the table. First, this school of thought recognises the rich connections between learning and doing. Our body is not just a useful vehicle for carrying around our brains. What we do with our bodies actually affects ‘the quality of our thinking’ (Claxton et al., 2010, p. 4). We recognise this when we take a break from a difficult problem to walk around the block and come back having figured it out. Second, the idea of embodied cognition values the human body and its place in the world. Again, we cannot leave aside our bodies when we think about how we plan to conduct ourselves in this world, the activities through which we learn and with which daily life is filled.

         Zest for learning is going to involve the body in a number of respects. It might be helpful to explore the origins of our current cultural understanding of mind and body to understand why authors like Crawford and others have come to think of work that involves the human body as requiring genuine intelligence and of deep value.

         Although there has long been an understanding in Christendom that human beings comprise both body and soul, the academic world has been dominated by the philosophy of materialism: the idea that nothing exists beyond the material world. Indeed, Descartes’ error was to locate ‘authentic human identity in the mind alone’, while the body was regarded as a mechanism operating purely by natural laws (Pearcey, 2018, p. 50) – which Claxton et al. (2010, p. 4) describe as the ‘mind’s container and perambulator’. In this materialist paradigm, the mind tends to be reduced to grey matter that simply reacts to its environment.

         Christianity, which has long dominated our culture and underpins much of our taken-for-granted ways of thinking, holds that ‘body and soul together form an integrated unity – that the human being is an embodied soul’ (Pearcey, 2018, p. 20). This is to say, there is a mind–body dualism in that neither aspect can be reduced to the other, and the body is as important as the soul it holds. This alternative paradigm bestows enormous value on the body.23

         The common portrayal of the Puritans typically shows them as being ‘averse to beauty because they rejected iconography, ornamentation, and personal display’ (Robinson, 2018d, loc. 2790). In fact, the Puritans actually valued the body extremely highly as seen through their affirmation of the physical union of marriage. They ‘idealized marriage and educated their daughters’ (Robinson, 2018e, loc. 3899). King Edward VI of England – himself greatly interested in theology and a follower of Protestant reformer John Calvin – ‘ended the requirement of clerical celibacy’ (Robinson, 2018c, loc. 2184). He saw, like Calvin, that ‘marriage as covenant was … the bond most favored by God’ (loc. 2526). Thus, the importance of bodily intimacy in marriage is recognised as ‘holy’ and not ‘base’ as some had seen it. The valuing of the body was a natural consequence of the biblical teaching that we are all made in the image of God. Value and dignity of human life is therefore seen as inherent to all human beings.

         This is in stark contrast to the materialistic philosophy that has given rise to personhood theory – another type of ‘two-level dualism that sets the body against the person, as though they were two separate things merely stuck together’ (Pearcey, 2018, p. 21). Under this paradigm, the human body (a part of nature not seen as God’s handiwork but as the result of a blind, unconscious and automatic process) is ‘reduced to a mere mechanism with no intrinsic purpose or dignity’ (p. 25). As a consequence, ‘it can no longer be assumed that the words psyche or soul or mind can be taken to correspond to anything real’ (Robinson, 2018d, loc. 2733).

         To summarise, the biblical understanding of the body is never that it is ‘bad’. The central character, for Christians, Jesus, came to earth in the flesh, which he would not have done if flesh were inherently bad.

         The idea of embodied cognition pushes us into the terrain of purpose. It recognises that we are not a mind detached from a body, but that thinking happens in a physical brain that is very much a part of the body; it is integrated into and wholly interconnected with the body. Thinking happens within brain–body connections. Embodied cognition reminds us that we are head, heart and hand, all of which combine to give us a sense of purpose. We might, for example, have a feeling or an understanding that we need to take an action, but only by action does it manifest in the world.24

         In Love Thy Body, Nancy Pearcey (2018, p. 202) argues that a teleological view of nature (one that explains phenomena – like bodies, for example – in terms of the purpose they serve) ‘gives a basis for accepting the goodness of nature and affirming the value and dignity of the created order’.

         The value and importance of the physical realm is where we get the ‘Protestant work ethic’ from, which stems from the reformers’ recognition that the physical world and work with our hands is a vocation and a calling.

         
            Zestful learners find meaning. They recognise the inherent value of the body and the intelligence involved in – and dignity that comes from – working with it.

         

         Exploring the world: experiential learning

         Despite the name, experiential learning is not just about practical action. It is characterised by experience and reflection upon it; not just doing, but thinking about doing. While the idea of action and reflection is important in terms of exploring zest for learning, we need to recognise a bit about the way that the concept of experiential learning originated, and how an oversimplification of the ideas has led to some misguided thinking about how we learn.

         Experiential learning has its origins in an eclectic mix of philosophical perspectives, including those of pragmatist John Dewey as well as Kurt Lewin and Jean Piaget (Miettinen, 2000). Like Dewey, Lewin and Piaget before him, David Kolb represented learning as a cycle, which can be depicted as a four-stage model (as in the figure on page 25). It was a synthesis of the work of ‘nine foundational scholars from education, psychology, and philosophy to generate an ideal process of learning and developing from experience (the learning cycle)’ (Peterson and Kolb, 2018, p. 230). The experiential learning cycle is one practical exemplification of embodied cognition in action: body and mind, action and thought working together as part of a learning process.25

         
            
[image: ]The experiential learning cycle

               Source: Kolb and Kolb (2018, p. 8)

            

         

         In fact, Kolb saw similarities between the human processes of experiential learning, the scientific enquiry process, problem-solving, decision-making and the creative thinking process. This similarity led him to suggest that ‘there may be a great payoff in the integration of findings from these specialized areas into a single general adaptive model such as that proposed by experiential learning theory’ (Kolb, 1984, p. 33).

         In thinking about our concept of zest for learning, the explicit inclusion of experience alongside conceptualisation and reflection is helpful in showing how these modes of being complement each other, allowing us to process what we are learning and to abstract meaning from it.

         Of course, it is not possible and probably not desirable for all lessons to be experiential – for example, there will be moments of expert demonstration and formal introduction of concepts that are essentially theoretical. Neither is it always possible for pupils to be spending school time off-site on a regular basis.

         We need to recognise that the learning that takes place in school classrooms is of great value. Education is a privileged time in children’s lives, when experts in 26various disciplines can immerse them in the intellectual exploration of complex ideas. The fact that it takes place in a classroom and not the workplace or ‘real world’ need not diminish its value. Knowledge is not reified into something more meaningful simply because it takes place ‘on the job’.

         John Kijinski, an English teacher at a US university, argues that offering ‘real-life’ experiences as credits for college can do students a disservice, and that they will be better served in the long term by taking the academic option:

         
            Almost all of us will eventually have to work for a living, and that will always require sustained ‘real-life, engaged learning.’ It will also call for immersion in interactions with average minds (like most of our own) working toward mundane ends. As educators, we should be proud that we give our students, while they are students, the opportunity to interact – through their reading and writing, their laboratory work, and our instruction – with what the best minds have discovered and developed within our various disciplines. This is something the ‘real world’ is unlikely to offer them regularly once they leave college. (Kijinski, 2018)

         

         As with the two earlier books in this series, we find ourselves arguing against simplistic alternatives – either real-world engagement or deep disciplinary study – when we clearly need both. In Zest for Learning, we will see that deep study is one way in which learners can build a sense of purpose, while their curiosity will inevitably want to explore the world out there as well as discoveries from the past.

         
            Zestful learners explore the world. They recognise that fulfilling practical and theoretical work both make cognitive demands, and value each equally. They reflect on their practical experiences in order to learn from them.

         

         Performing well: deliberate practice (expertise)

         By deliberate practice, as we explored in Developing Tenacity, we mean a series of highly structured activities, such as drafting, redrafting, prototyping and rehearsing, undertaken with the specific goal of improving performance. Deliberate practice involves breaking complex activities into their constituent parts (Ericsson and Pool, 2016). It requires a level of task motivation. It involves the provision of real-time feedback for learning and the repeated repetition of the same or similar tasks.27

         Sometimes such practice is a solo activity, but frequently it is social. It is worth remembering that for some 50% of the population who would describe themselves as introverted, practice can be more effective if done alone. Susan Cain makes a powerful case for introverts in Quiet (2012, p. 75), arguing that collaboration can suppress creativity: this ‘New Groupthink elevates teamwork above all else’. But it is easy to see that if corporations demand it, it will be seen in the classroom. Without wishing to suggest that creativity happens in a vacuum, Cain makes the case that deliberate practice, in her view, ‘is best conducted alone’ (p. 81) – an idea corroborated by Anders Ericsson, who coined the term. She notes that even ‘elite athletes in team sports often spend unusual amounts of time in solitary practice’ (p. 81).

         When we think of mastering something, we recognise that deliberate practice is needed. A person with zest for learning may aim, ultimately, at developing expertise in a particular area of learning. In this sense, deliberate practice which develops that expertise is relevant to our framework of zest for learning. The experience of expertise, or even a belief in its attainability, may even reinforce the thrill of learning that an individual seeks out. We will return to this idea when we consider motivation.

         
            Zestful learners perform well. They engage in deliberate practice with a view to improving their knowledge, expertise or performance.

         

         Performing well: experiencing flow

         At this point, we draw attention to the related concept of flow. Flow is a state in which the skill and challenge levels of a task are at their highest, producing such intense focus and immersion in a task that it is easy to lose track of time (Csikszentmihalyi, 1996). Angela Duckworth looks at an interesting distinction between deliberate practice and flow in terms of their relation to expertise in Grit (2016, p. 132). She suggests that the two rarely go together, and explains that while deliberate practice is important for preparation, it is in the performance that flow happens.28

         Flow is a wonderful state to experience. There is something hedonic about the feeling of flow, perhaps addictive. But it is not the same as deliberate practice. Computer science professor and author of So Good They Can’t Ignore You Cal Newport (2012) says: ‘the feeling of flow is different than the feeling of getting better. If all you seek is flow, then you’re not going to get better. There is no avoiding the deliberate strain of real improvement.’ Deliberate practice is planned; it involves intense concentration and self-generated deep motivation. It also involves selecting the parts you find difficult, not those that challenge someone else.

         Flow can happen at any stage of expertise. Newport (2011) rather harshly describes flow as ‘the opiate of the mediocre’, and it is easy to see why. Think of a pianist who plays his Grade 5 piece beautifully over and over. He may get a buzz from being able to do it well, but unless he tries something harder, he remains perpetually at Grade 5. As Jordan Peterson writes in 12 Rules for Life (2018, p. 88), success in every area of life might just mean you’re not challenging yourself. Growth, rather than winning, ‘might be the most important form of winning’.

         The passion – the joy of performing – actually requires a lot of effort in the background. So the grittier you are, the more likely you are to experience flow. This isn’t to say grit and flow always co-exist, but they are closely linked.

         If we want to experience zest in our learning we need passion, which comes from positive performance and an experience of flow. It’s a feedback loop where performance is the reward, fills up our bank of zest and enables us to keep going. We need to be gritty! This is why Duckworth (2016, p. 267) ultimately advises four things if we want to grow grit from the inside out (which we mentioned in our earlier introduction to the concept of grit):

         
	Cultivate your interests.

            	Develop a habit of daily challenge-exceeding-skill practice.

            	Connect your work to a purpose beyond yourself.

            	Learn to hope when all seems lost!

         

In Developing Tenacity, we included the habit ‘controlled’ with its elements ‘sticking to a routine’, ‘deferring gratification’ and ‘controlling impulses’. Much of this speaks to the importance of deliberate practice.29

         
            Zestful learners perform well. They are able, having practised deliberately, to experience an opportunity to enjoy the fruits of their work in a moment of things ‘going well’, whether alone or performing to others.

         

         The idea of deliberate practice highlights a couple of points in terms of zest for learning. First, the need for deepened understanding that brings about satisfaction in a number of ways: ‘Perhaps happiness is always to be found in the journey uphill, and not in the fleeting sense of satisfaction awaiting at the next peak’ (Peterson, 2018, p. 94). Second, the need for balance in the way we use our time: some time will be spent with others, other time may best be spent alone in practice or in quiet contemplation and reflection.

         Positive psychology

         Finding meaning: self-actualisation and flow

         Positive psychology is a branch of psychology devoted, essentially, to studying well-being. It poses the question: what makes life worth living? It looks broader than the cognitive, focusing also on the physical side of human activity and its relation to well-being.

         Flow speaks to self-actualisation and to finding meaning. We discuss it here, while recognising that so many of these concepts cannot be cleanly shelved within a single body of literature. Indeed, they may inform several.

         Connected to self-actualisation and flow is Ken Robinson’s message in The Element (2009, pp. 86, 89) – that doing what we love puts us in a place called ‘the zone’, when activities are ‘completely absorbing’. He recognises that these ‘optimal experiences’ are what Csikszentmihalyi described as ‘flow’. Robinson adds:

         
            Activities we love fill us with energy even when we are physically exhausted. Activities we don’t like can drain us in minutes, even if we approach them at our physical peak of fitness. This is one of the … primary reasons why finding the Element 30is vital for every person … Mental energy is not a fixed substance. It rises and falls with our passion and commitment to what we are doing at the time. (p. 93)

         

         In addition to those links we’ve made when looking at theories of intelligence, the field of positive psychology allows us to make links between flow and zest as we think about character strengths.

         There are a number of concepts related to positive psychology that also link to flow: the ‘good life’, life satisfaction and subjective well-being (happiness). These three ideas are to some degree a proxy for zest for living.

         There is a vast literature on the good life, asking questions about what makes for a good life, how it might be defined in different cultures, the significance of different factors (e.g. spirituality) and whether life satisfaction measures accurately capture it. It is associated with the development of character formation, and occurs mainly in the positive psychology literature in places like the Journal of Happiness Studies.

         In On Reading Well: Finding the Good Life Through Great Books (2018), Karen Prior begins with the assumption that literature shapes and forms our approach to the world. Literature can offer ‘images of virtues in action’ as well as ‘offering the reader vicarious practice in exercising virtue’ (p. 15). The book centres on character formation, where the ‘virtuous life’ sits been two extremes – for example, bravery sits between cowardice on the one hand and brash behaviour on the other.

         A notable finding in the good life literature comes from a study (Wirtz et al., 2016) which aims to ascertain whether people recognise the documented link between self-control and important life outcomes, or whether they attribute something else to those outcomes instead. Greater self-control has all sorts of research-validated benefits, from physical and mental health to the regulation of thoughts, feelings and behaviours, and to relationships.

         There are obvious conceptual links from self-control to grit, tenacity and deliberate practice. In our discussion of the psychology of motivation we propose how these might contribute to zest for learning.

         What Wirtz and colleagues found, however, was that people give more credence to self-esteem than to self-control in bringing about positive behaviours. This means that people’s beliefs ‘contradict the vast scientific literature that has repeatedly 31shown high self-control to be a critical trait for developing and maintaining social relationships, good physical and emotional health, longevity, healthy behaviours, and other positive outcomes’ (p. 580). This has the unfortunate consequence that people are motivated to pursue the good life without recognising the importance of self-control, and risk pursuing self-esteem over self-regulation.

         Teachers cautious about the self-esteem movement will be familiar with the predictable result that a focus on increasing self-esteem as the pathway to the good life may even, in some cases, fuel narcissism. Our own work on dispositions and character strengths recognises that subjective feelings wax and wane. We suggest that self-esteem is rooted in the innate value and dignity of human beings, as well as in genuine formation of good character, virtues and learning dispositions that lead to the pursuit of excellence at whatever level a child is capable.

         Three ways of obtaining happiness are described in the literature going from ancient to contemporary times. These are pleasure, engagement and meaning. It could be argued that a state of flow provides all three of these means of obtaining happiness. Peterson et al. (2007) cite the ‘Orientations to Happiness’ scale that assesses all three. The scale has been well-researched (Buschor et al., 2013), such that it is possible to say that each orientation predicts life satisfaction. High scores on all three orientations give the highest life satisfaction score.

         
            Zestful learners find meaning. They spend time doing what they love.

         

         Maintaining perspective: character strengths – hope, zest, curiosity, gratitude and love

         Happiness is given the descriptive label ‘subjective well-being’ in psychological studies of adolescence. Subjective well-being is the ‘global self-appraisal of the quality of an individual’s life at any given point in time’ (Telef and Furlong, 2017, p. 492), and subjective health and well-being and life satisfaction are closely related (World Health Organization, 2016, p. 75). In a comparative study of teenagers in the collectivist culture of Turkey and the individualist culture of California, the researchers found a number of factors (self-efficacy, self-awareness, family 32coherence) and the character strength of zest to be predictive of subjective well-being in both sets of teenagers. For the California sample, peer support, optimism and the character strength of gratitude were also predictors. Telef and Furlong found optimism and zest to be predictive of subjective well-being for students in both countries.

         The authors note that the link between zest and subjective well-being is well-established. For example, a study of 5,299 adults (Park et al., 2004) found a consistent and robust association between life satisfaction and zest, as well as hope, gratitude, love and curiosity. A later study by an expanded team, surveying 12,439 US and 445 Swiss adults (Peterson et al., 2007), found the character strengths ‘most highly linked to life included love, hope, curiosity, and zest’ (p. 149). In the US, gratitude was among the most ‘robust predictors’ and perseverance operated similarly in the Swiss sample.

         Research points to the idea that character strengths have an important role to play in terms of well-being, and there is strong empirical evidence that they are positively related to life satisfaction (Buschor et al., 2013). More specifically, of the twenty-four character strengths identified by leaders in the field, Peterson and Seligman (2004, p. 116) found that a number of the strengths (hope, zest, curiosity, gratitude and love) ‘play key roles in the interplay of strengths and satisfaction with life’. Of the factors impacting ‘orientations to happiness’, the idea of flow was of key importance in predicting satisfaction with life. Bear in mind that this is zest for living in general, not the more specific zest for learning, but nevertheless the conceptual link to flow may be a useful one. A learner experiencing flow is more likely to put in the necessary investment of mental energy to reconnect with that optimal learning experience.

         Solano and Cosentino have similarly explored conceptions of positive psychology with a focus on life fulfilment. Their 2016 empirical study found the character strengths of love, honesty and zest to be of major importance for personal well-being – that is to say, they are contributors to it.

         In the field of positive psychology, vitality is a character strength of the individual ‘whose aliveness and spirit are expressed not only in personal productivity and activity [but seen when] such individuals often infectiously energize those with whom they come into contact’ (Peterson and Seligman, 2004, p. 273). This is 33clearly a hugely beneficial strength, and perhaps not a realistic aspiration for many. But beneath this complex construct, Peterson and Seligman choose four descriptive ‘behavioural criteria’ (p. 31): zest, enthusiasm, vigour and energy. They don’t go on to define what they mean by zest, perhaps assuming that it is descriptive enough in its own right.

         There are many aspects of character that we might conceivably link to zest. Peterson and Seligman help us to limit our focus. Their twenty-four strengths sit within six virtues based on extensive work to identify ‘six core moral virtues that emerge consensually across cultures and throughout time’ (p. 28). Their project, which spanned several years, looked at identifying components of good character and devising tools to assess individual differences within those components.

         The authors leave the classification of the twenty-four strengths under the six virtues open to debate (p. 31), noting that their work is primarily aimed at deepening understanding of the twenty-four strengths themselves rather than demonstrating psychometric validity to the classification. They also note that the character strength and virtue relationship is not a causal one. This means that we should perhaps pay more attention to those character strengths that seem reasonably to have some relationship to zest for learning than we should to the broader virtue concept of courage.

         Zest for learning then is not a straightforward trait or virtue, but is apparently forged through a combination of other character strengths that dispose an individual towards it. What is helpful about the classification is the way in which Peterson and Seligman have done much legwork in isolating a set of distinct strengths. Anecdotally, we might expect the likelihood of its emergence to be enhanced through a combination of a number of the strengths in the following list. The six virtues, with their twenty-four character strengths, are:

         
	Wisdom and knowledge (creativity, curiosity, open-mindedness, love of learning, perspective).

            	Courage (bravery, persistence, integrity, vitality).

            	Humanity (love, kindness, social intelligence).

            	Justice (citizenship, fairness, leadership).34


            	Temperance (forgiveness and mercy, humility and modesty, prudence, self-regulation).

            	Transcendence (appreciation of beauty and excellence, gratitude, hope, humour, spirituality).

         

Those aspects of character with an obvious link to zest for learning are shown below:
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            Zestful learners maintain perspective. They are disposed to act well in terms of character strengths in general, and in areas like creativity, curiosity, open-mindedness, love of learning, bravery, persistence, vitality, appreciation of beauty and excellence, hope, humour and spirituality.35

         

         Maintaining perspective: optimism and the importance of perception/mindset

         Positive psychology isn’t about thinking positively as much as it is about mindset. Thoughts and feelings are transient, so simply trying to think positively is not effective. Many psychological studies have found that individuals’ negative mindsets are more powerful than their positive ones. There are some approaches that can be helpful in counteracting negative thought patterns, including cognitive behavioural therapy and using our own character strengths. Character strengths are more stable than fleeting thoughts and can be used to develop a mindset more conducive to zest for learning.

         The VIA Institute on Character has free and paid-for surveys that can be used to create a profile of your character strengths.3 If you are more aware of your own blend of character strengths you can use them to challenge negative mindsets. For example:

         
	If you are naturally curious, be intrigued by your thought pattern and accompanying feelings. Can you identify negative thoughts and probe into where they are coming from? Can you question the truth of the dampening thoughts? Are they valid? Instead of being passive in your curiosity (which can lead to anxiety), can you be actively curious about the positive situation, replacing the negative thoughts with one thing that is positive?

            	If you are a naturally critical thinker, be questioning about the rationality of your thought pattern and accompanying feelings. Can you critique your assumptions about what other people might think? Could you be wrong? Using your logical thought process, what would you think if the situation were reversed, and why? Does some part of you actually want them to be envious? Is that an admirable quality in yourself? Does this say more about you than them? What might a reasonable person think? Does what an unreasonable person think really matter? How can you position yourself in such a way that you are innocent of wrong motives while still celebrating the good thing?

         

36In a similar vein, adopting a zestful mindset to the extent that you exhibit some of the characteristics of living and learning with zest may actually help you to develop zest.

         Carol Dweck’s (2006) studies on mindset have shown that mindset – a way of perceiving your own efficacy in the world, in this case with regard to being able to get better at learning – actually leads to marked improvements in learning. The same can be true with zest. Our behaviours can prompt change. If you act in a way that points to a certain reality, then this behaviour can manifest in actual success.

         We are embodied minds. For example, it is well-recognised that physical actions can actually change emotions. We know that emotion is, in part, bodily expression. Peterson’s (2018) discussion of poor posture and its impact on a spiralling ‘positive feedback’ loop is a case in point. As Kleinke and colleagues (1998) found, emotion can be amplified or dampened by bodily expression, such that a person who is asked to present a sad expression actually reports feeling less happy.

         The folk wisdom of this is recognised in the aphorism ‘fake it till you make it’, which is concretised in the principles of cognitive behavioural therapy. It’s the idea of acting as if something is true as a means to highlighting a positive path forward to change, rather than self-delusion. It is about changing patterns of thought in a given situation in order to modify consequent emotions, their consequent behaviour and ultimately physical reactions, thus reinforcing ‘good’ thoughts next time the antecedent situation occurs.

         Desirable outcomes (such as acting zestfully and the associated benefits of this) can therefore arise from zestful behaviour. If beliefs (and not mere decisions, instruction from a researcher or attempts to self-talk into actually being zestful) are the precursor for physical actions, then self-perception ultimately leads to those actions, which in turn lead to manifestation of the desired state. If you believe something about yourself and it causes you to act differently, then this can lead to actual success.

         Unlike learnable intelligence in the example from Dweck, zest is not a phenomenon. But it is a positive thing. We don’t need individuals to believe they are zestful, merely to believe that zest is a good thing and to behave accordingly.37

         In summary, the character strengths literature can contribute to our understanding of zest for learning through its concept of optimism. We suggest that the idea of maintaining perspective can be useful in developing a framework for the habits of zest for learning.

         
            Zestful learners maintain perspective. They recognise the degree of agency they have in order to improve in any learning situation. They use their own unique mix of character strengths to challenge thought patterns.

         

         Maintaining perspective: optimism and the importance of action

         In 12 Rules for Life (2018, p. 1), psychologist Jordan Peterson’s first rule is ‘stand up straight with your shoulders back’. Why? Because brain chemistry is reflected in and affected by our posture. This positive feedback loop is also amplified by the social context. Peterson argues that poor posture not only makes a person look but also feel ‘defeated and ineffectual’. Consequently, other people’s reactions ‘will amplify that … If you start to straighten up, then people will look at and treat you differently’ (p. 37).

         The connection between thought and action has long been recognised, and is fairly self-evident. In his famous A Treatise Concerning Religious Affections, first published in 1746, Jonathan Edwards wrote:

         
            Yea, it is questionable whether an imbodied soul ever so much as thinks one thought, or has any exercise at all, but that there is some corresponding motion or alternation of motion, in some degree, of the fluids, in some part of the body. But universal experience shows, that the exercise of the affections have in a special manner a tendency to some sensible effect upon the body. (Edwards, 2018, loc. 771)

         

         When people are filled with joy, fear or some otherwise overwhelming affect, their bodily disposition is usually a giveaway. When individuals are defeated, their posture droops, their brain produces less serotonin and they become less happy and more anxious. According to Peterson (2018, p. 26), this produces a positive feedback loop ‘adding effect to effect’ so that they ‘spiral counterproductively in 38a negative direction’. However, he also tells us that this works the same way in reverse:

         
            Change might be opportunity, instead of disaster. The serotonin flows plentifully. This renders you confident and calm, standing tall and straight, and much less on constant alert. Because your position is secure, the future is likely to be good for you.

         

         In this posture, an individual no longer feels the need ‘to grasp impulsively at whatever crumbs’ might be offered (p. 17). They feel in control enough to make thoughtful plans, with the expectation that good things will come. Thus, learners maintaining perspective need to recognise the importance of their own posture.

         
            Zestful learners maintain perspective. They take decisive actions and assume postures that reflect their desired situation.

         

         Maintaining perspective: physical activity

         Positive psychology also looks at the relationship between physical activity and psychological well-being/flourishing. Within this topic are the concepts of sleep, exercise and diet.

         Sleep, especially deep sleep, is a crucial part of the mind–body’s self-repair: ‘During sleep we can process information, consolidate memories, and undergo a number of maintenance processes that help us to function during the daytime. Sleep is crucial to the health of individuals’ (Robotham et al., 2011, p. 4).

         Many teenagers are permanently underslept, running on several fewer hours of sleep than the recommended eight to ten hours needed per night. Exercise is similarly beneficial, enhancing well-being and, with regard to zest, having a clearly positive impact on energy levels. Exercise increases our heart rate and leads to an increase in endorphin levels, which in turn increases energy levels. Expending energy generates energy, as anyone knows who has set out on a jog or brisk walk feeling lethargic and returned feeling rejuvenated.

         Eating well not only improves our health, but also has some relationship with mental well-being. For example, one systematic review (O’Neil et al., 2014) found 39that a diet with high levels of saturated fat, refined carbohydrates and processed food products was linked to poorer mental health in young people.

         For many schools these three ‘truths’ about what makes for healthy learners are hardly new. While they rely on influencing parents to put them into practice at home, there are many practical things that schools can do to provide the necessary underpinning for their students, as we see later in the book.

         In summary, the positive psychology literature in the area of physical activity contributes to our understanding of zest for learning through its understanding of the need for sleep, good diet and exercise for flourishing.

         
            Zestful learners maintain perspective. They are developing good habits in terms of diet, exercise, rest and sleep.
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